A Comparison of Two After School Strategies for Improving the Parenting Knowledge and Parenting Perceptions of Preschool Families Enrolled in a Title 1 Program by Newman, Rae Ette Veronna
UNLV Theses, Dissertations, Professional Papers, and Capstones
5-1-2013
A Comparison of Two After School Strategies for
Improving the Parenting Knowledge and Parenting
Perceptions of Preschool Families Enrolled in a
Title 1 Program
Rae Ette Veronna Newman
University of Nevada, Las Vegas, newmanr3@unlv.nevada.edu
Follow this and additional works at: http://digitalscholarship.unlv.edu/thesesdissertations
Part of the Adult and Continuing Education Administration Commons, Family, Life Course, and
Society Commons, and the Special Education and Teaching Commons
This Dissertation is brought to you for free and open access by Digital Scholarship@UNLV. It has been accepted for inclusion in UNLV Theses,
Dissertations, Professional Papers, and Capstones by an authorized administrator of Digital Scholarship@UNLV. For more information, please contact
digitalscholarship@unlv.edu.
Repository Citation
Newman, Rae Ette Veronna, "A Comparison of Two After School Strategies for Improving the Parenting Knowledge and Parenting
Perceptions of Preschool Families Enrolled in a Title 1 Program" (2013). UNLV Theses, Dissertations, Professional Papers, and Capstones.
1868.
http://digitalscholarship.unlv.edu/thesesdissertations/1868
A COMPARISON OF TWO AFTER SCHOOL STRATEGIES FOR IMPROVING THE 
PARENTING KNOWLEDGE AND PARENTING PERCEPTIONS OF PRESCHOOL 
FAMILIES ENROLLED IN A TITLE 1 PROGRAM   
 
 
By 
 
Rae Ette Veronna Newman 
 
Bachelor of Science and Education 
University of Wisconsin Oshkosh 
2004 
 
Master of Education 
University of Nevada, Las Vegas 
2005 
 
 
 
A dissertation submitted in partial fulfillment 
of the requirements for the  
 
 
 
Doctor of Philosophy in Special Education 
 
 
 
Department of Educational and Clinical Studies 
College of Education 
The Graduate College 
 
 
 
University of Nevada, Las Vegas 
May 2013 
 
 
ii 
 
 
 
 
 
 
 
THE GRADUATE COLLEGE 
 
 
We recommend the dissertation prepared under our supervision by 
 
Rae Ette Newman  
 
entitled 
 
A Comparison of Two After School Strategies for Improving the Parenting Knowledge 
and Parenting Perceptions of Preschool Families Enrolled in a Title 1 Program 
 
 
be accepted in partial fulfillment of the requirements for the degree of 
 
 
 
Doctor of Philosophy in Special Education 
Department of Educational and Clinical Studies 
 
Jeffrey Gelfer, Ph.D., Committee Chair 
 
Michelle Tannock, Ph.D., Committee Member 
 
Catherine Lyons, Ph.D., Committee Member 
 
Gregory Schraw, Ph.D., Graduate College Representative 
 
Tom Piechota, Ph.D., Interim Vice President for Research &  
Dean of the Graduate College 
 
May 2013  
 
 
 
iii 
 
 
 
 
 
 
 
 
Copyright by Rae Ette Veronna Newman, 2013 
All Rights Reserved 
 
 
 
 
 
 
 
 
 
 
iv 
 
ABSTRACT 
 
A Comparison of Two After School Strategies for Improving the Parenting Knowledge 
and Parenting Perceptions of Preschool Families Enrolled in a Title 1 Program 
 
By Rae Ette Newman 
 
Dr. Jeffrey Gelfer, Doctoral Committee Chair 
Professor of Special Education 
University of Nevada, Las Vegas 
 
 A parent is a child’s first educator in communication, social/emotional skills, 
motor development, and academics.  As the achievement expectations placed on schools 
increase and the schooling population continually diversifies, the need to increase the 
overall parental involvement in schools and their ability to assist with academics in the 
home becomes more significant to ensure academic success for all children.  By 
acquiring the fundamental parenting knowledge and skills, despite the barriers and 
additional disadvantages, parents can overcome daily obstacles, reduce family stress, and 
support developing proficient children.  By encouraging positive parenting skills, parents 
can increase their parenting self-efficacy.  
 The purpose of this study is to identify the best communication strategies with 
families to increase parenting effectiveness using interactive teaching sessions or 
bilingual handouts with equivalent information.  Additionally, this study examines the 
outcome of a parenting program designed for diverse parents with children attending a 
Title 1 school.  The group design included 71 parents with children enrolled in a Title1 
half-day preschool program in a large urban school district in the Southwestern United 
States.  Participants participated in either the Interactive Parenting Education Sessions 
(IPES), Informative Communication Newsletters (ICN), or the comparison group.  IPES 
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participants attended eight one-hour sessions dedicated to various positive parenting 
strategies, as developed by the researcher, for eight consecutive weeks.  ICN participants 
received eight newsletters dedicated to the same various parenting strategies as the 
session participants.  The IPES consisted of (a) a review of previously learned materials, (b) 
new information, (c) whole group learning opportunities to implement the new skills, and (d) 
open forum for participants to ask for additional assistance from the researcher and other group 
participants.  Participants in the ICN group received the same information as the IPES group only 
in a written format.  ICN Participants received their newsletters on the Thursday prior to the IPES 
session.  The ICN’s consisted of: (a) a review of previously learned materials, (b) new 
information, (c) guided learning opportunities to implement the new skills, and (d) contact 
information to reach the researcher should the reader have any questions. 
The results revealed that the IPES group showed greater perceived self-efficacy than 
the ICN group and the comparison group.  The results also revealed that the IPES group 
had greater session and overall program satisfaction in comparison to the ICN group.   
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CHAPTER 1 
INTRODUCTION 
 
 A parent is a child’s first educator in communication, social/emotional skills, 
motor development, and academics.  However, the necessary tools and skills required for 
parenting are not innate.  Parenting is a rapidly evolving experience that varies culturally, 
socially, and economically (Hoghughi, 2004).  The first five years of any child’s life are 
critical in learning basic skills and knowledge, as well as developing critical skills 
required for future growth (Bowman, Donavan, & Burns, 2001).  During these early 
years, children learn how to communicate, how to move their bodies, and begin to take 
care of their wants and needs independently.   
 Parental effectiveness is greatly affected by the numerous external pressures 
placed on parents.  These external pressures include socioeconomics, the mother’s and 
father’s necessity to work outside the home, and the conflicting feelings and pressures 
experienced by these working family members.  Support networks are weakening as the 
emotional, tangible, companionship, and informational support requirements of the 
individuals and their own families must be taken care of first.  Finally, parents must also 
manage the emotional and physical consequences of parenting, including defining the 
appropriate boundaries for children that meet current societal pressures as well as family 
beliefs and values.  Children are confronted with an ever-increasing amount of peer 
pressure, and parents must learn how to cope and manage these pressures along with their 
child.  
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 In addition to the external factors, there are additional internal family pressures. 
These family pressures consist of the overall health of the family members, divorce and 
remarriage, the lack of a common parenting standard, developing and utilizing corrective 
discipline, and peer/family influences on parenting (Hoghughi, 2004).   Although these 
barriers exist, a parenting commitment remains to empower children to become 
constructive, functioning, and productive adult citizens.     
 According to Hoghughi (2004), all individuals become parents with four 
prerequisites: knowledge and understanding, motivation, resources, and opportunity.  All 
parents have some rudimentary knowledge based on their own childhood (Hoghughi, 
2004); however, differences may exist between parents.  These differences will cause 
variability in recognizing behaviors, and subsequently in distribution of rewards and 
consequences (Janz, 1996).  These inconsistencies in expectations and consequences can 
hinder the effectiveness of parents.  The primary strategy for improving family 
interactions and relationships is to provide parents with training and instruction in child 
development and care (Rogers Wiese, 1992).   
History of Parent Trainings and Parental Involvement Policy 
 
 During the 20
th
 century, parental roles and responsibilities have changed.  In cases 
where both parents are working, childcare is often provided by non-family members, or 
children are left to take care of themselves (Henderson, 1981).  Due to the internal and 
external demands placed on parents, often, parents depend solely on the schools to 
entirely educate their children (Baio, 2004).  United States policy makers have created 
various programs in an effort to enhance the current education system.  Various programs 
have been developed and modified that hold schools, and now teachers, accountable for 
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the progress made by students (Pallas, 2012). One of the crucial points included in every 
major policy created by the federal government within the last 25 years is on creating 
parental involvement initiatives (Domina, 2005).   
In 1981, under President Regan and his administration, the National Commission 
on Excellence in Education was developed; and in 1983 the commission presented, A 
Nation at Risk: The Imperative for Educational Reform (U.S. Department of Education, 
1983).  The results presented in this report indicate that educational performance was 
declining.  Four specific areas were targeted for reform: content, expectations, time, and 
teaching (National Commission on Excellence in Education, 1983).   
 In 1994, President Clinton signed Goals 2000: Educate America Act, into federal 
law (US Department of Education). Goals 2000: Educate America Act established eight 
distinctive goals for education reform.  The eight areas are: school readiness; school 
completion; student achievement and citizenship; teacher education and professional 
development; mathematics and science; adult literacy and lifelong learning; safe, 
disciplined, alcohol and drug-free schools; and parent participation.  Two goals (the first 
and eighth goals) specifically target parental involvement in education.  The first goal 
emphasized the availability of high-quality, developmentally appropriate preschool 
programs for all children.  This goal also identifies parents as the child’s first educator, 
and thus parents should have access to trainings and supports.  The eighth goal indicated 
that schools will promote partnerships with parents to increase family involvement in 
their neighboring schools.  Increasing parental involvement includes involving parents in 
the decision making process within the schools.  In addition, schools are required to 
4 
 
create partnerships that meet the needs of parents in the home, including parents with 
children who are disadvantaged or bilingual, and parents of children with disabilities.   
 In 2002, President George W. Bush signed the No Child Left Behind Act (NCLB) 
of 2001 into law.  Ten aspects of education are focused on in NCLB including improving 
the academic achievement of disadvantaged students; preparing, training, and recruiting 
highly qualified teachers and principals; language instruction for limited English 
proficient and immigrant students; promoting informed parental choice and innovative 
programs; flexibility and accountability; and Indian, Native Hawaiian and Alaskan native 
education.  Specifically, Title 1 focuses on parental involvement in schools.  Title I 
ensures that the educational needs of all children are attained; including low-achieving 
students in high-poverty schools, limited English proficient students, and students with 
disabilities.  In addition, parents have the opportunity to participate in the education 
process of their children.   
 In NCLB, parental involvement is mentioned more than 900 times (Patrikakou, 
2008).  And for the first time in major legislation, a definition for parental involvement 
was provided:  
Parent involvement means the participation of parent in regular, two-way, and 
meaningful communication involving student academic learning and other school 
activities including ensuring that (a) parents play an integral role in assisting their 
child’s learning; (b) parents are encouraged to be actively involved in their child’s  
education at school ; and (c) parents are full partners in their child’s education and 
are included, as appropriate, in decision making and on advisory committees to 
assist in the education of their child.  (Title IX, section 9101, p. 32) 
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 In both Goals 2000 and NCLB, parental involvement became a central interest.  
Goals 2000 made parental involvement a national goal to be achieved by all schools; 
however, NCLB mandates programs and practices that create partnerships between 
school and home to be eligible for Title 1 funding (Epstein, 2010).  Because of these 
mandates, the education infrastructure now requires parental involvement within the 
schools.  Although due to the additional demands beyond parenting, creating positive 
collaborative relationships between parents and educators has become more difficult to 
achieve.     
Parental Involvement in Schools and Barriers 
 
 Parental involvement evolves as the child develops, and especially so, once the 
child enters school.  A parent, once required to provide all emotional, social, physical, 
and education needs in the home; is now expected to continue meeting these needs, but 
additionally support the requests of the school.  Once a child enters school, parents are 
asked to assist educators by initiating learning experiences in the home, such as: assisting 
and monitoring homework, reading with/to their child, playing educational games, and 
discussing current events.  Additionally, parents are also asked to participate in the 
classroom, contribute to the school organization and school administration (Anthony, 
2008; Javis, 2003).   
  There have been numerous studies that recognize the positive connection between 
parental involvement and academic achievement (Bodenstab, 2011; Fan & Chen, 2001), 
and additional academic achievement for disadvantaged children (Lin, 2003) regardless 
of the grade level (Scott, 2007).  Parental involvement is also associated with additional 
student and school successes, such as: increased attendance, increased academic 
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development (Domina, 2005; Macron, 1999), higher graduation rates, less grade level 
retentions, higher school satisfaction, and fewer discipline problems (Domina; LaRocque, 
Kleiman, & Darling, 2011).  Students with involved parents have richer vocabularies, and 
are more likely to become active participants in their environment (Swick, 2007).   
In addition to student achievement and school success, there are additional 
advantages of parental involvement for the student and their families, the teacher, and 
their school.  Teachers have better insight into their student’s needs.  When parents 
communicate openly with teachers, they are more in tune to the specific needs of their 
student’s and can better develop lessons to promote academic success (Domina, 2005; 
LaRocque, Kleiman, & Darling, 2011).  Teachers may identify possible learning 
problems earlier and coordinate educational efforts with the parents that can be 
implemented in both the school and the home (Bracke & Corts, 2012).  Both parents and 
teachers are familiar with the student’s academic progress and the parent-teacher 
relationship is more respectful (Domina; LaRocque, Kleiman, & Darling), cooperative, 
and collaborative.   
Families involved on the school campus felt more informed about school 
procedures and campus events. Involved parents were more aware of teacher’s 
expectations for their child (Domina, 2005; LaRocque, Kleiman, & Darling, 2011), and 
parents felt they were able to better support their child’s participation in the school 
(Peterson, 2008).  Parents had increased school satisfaction,  improved perceptions 
towards teachers, and resulted in parents having higher education expectations and 
aspirations for their child (Domina; LaRocque, Kleiman, & Darling).   
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Parental involvement is an indicator of strength between the home and school 
relationship (Epstein, 2010; Scott, 2007; Ventura, 2009). Domina (2005) suggests that 
parental involvement has three positive outcomes for schools.  First, when homework is 
supervised by parents, they express their beliefs and values about the importance of 
schooling with their child.  Second, when parents are involved and volunteer in the 
classroom or school, they build positive working relationships with the teachers and other 
parents, which make it easier for parents to monitor behavior and the teachers’ practices.  
Third, when parents are involved, they have access to ‘insider’ information.  Parents learn 
of student problems earlier and are more aware of possible solutions.  However, the main 
reason to create partnerships between home and school is to help all children succeed in 
school and later in life (Epstein, 2010).  School characteristics and the beliefs of parental 
involvement within a school play a critical role in encouraging parent participation 
(Mulligan, 2005). 
 
Barriers and Solutions 
 Often families are confronted with barriers that interfere with their ability to 
become involved in their child’s school day.  Family ethnicity has been shown to impact 
the involvement, with Caucasian families participating most often (Graves, 2006; 
Mulligan, 2005). African American families report having high communication with 
teachers, and appear to take a more active approach in their child’s education (Wong & 
Hughes, 2006).  Caucasian and African American families feel they share more 
educational responsibilities compared to Hispanic families (Wong & Hughes).  Spanish-
speaking Hispanic families have been identified as having the least participation in 
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parental involvement activities (Wong & Hughes).  Wong and Hughes indicate that this 
lack of Spanish-speaking Hispanic involvement may be due to language difficulties, lack 
of instructional skills, and lack awareness of the American education curriculum. 
 Families also face economic limitations that impact parental involvement in 
schools (Graves, 2006).  Families in the lowest income range are the least involved in 
schools; and on the contrary, families in the highest income range are the most involved 
in schools (Bodenstab, 2011; Van Velsor & Orozco, 2007).  Parents may be faced with 
inflexible work schedules and work commitments that do not allow for parents to take 
time away (Van Velsor & Orozco).  Schools should provide families that are physically 
unable to attend school functions with additional opportunities outside of the school 
hours (LaRocque, Kleiman, & Darling, 2011).  This accommodation for the family may 
allow more parents the opportunity to become involved.  This includes having evening 
and early morning conference hours, in addition to allowing parent-teacher conferences 
to be conducted over the phone or at off-site locations (LaRocque, Kleiman, & Darling).  
Allowing parents to complete tasks at home during the parents’ free time, will also build 
a working relationship between the classroom teacher and the parent.   
 A barrier that hinders parental involvement is a lack of communication between 
school and home (LaRocque, Kleiman, & Darling, 2011).  Too often what happens at 
home, stays at home; and what happens at school, stays at school.  Developing an open 
and frequent line of communication that shares what is happening in each setting would 
assist both parents and teachers to identify with the other party.  When written 
communication is provided by the school, parents may be intimidated by the use of 
professional language jargon.  Often this language confusing for the reader; this is 
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especially so for families with children diagnosed with disabilities (LaRocque, Kleiman, 
& Darling).  Furthermore, educators need to extend and obtain communication 
opportunities with fathers, as educators typically communicate primarily with the mother 
(Anthony, 2008). Additional communication solutions, besides newsletters and notes, 
include connecting with parent through emails, phone calls, parent-teacher conferences, 
open houses, and open door policies (Bullard, 2008).   
 Another barrier is the parent’s feeling of inadequacy in promoting academics, and 
their negative attitude toward school (LaRocque, Kleiman, & Darling, 2011).  Some 
parents may have negative feelings about school because of their low level of education 
(Bracke & Corts, 2012), or they may not have been academically successful themselves 
(LaRocque, Kleiman, & Darling).  The parent’s formal education background affects the 
current beliefs they have about their child’s education.  Families with more formal 
education tend to value the importance of education more than those who have little 
formal education (Anthony, 2008).  When educators are attempting to promote 
involvement with these individuals, it is important to stress that content knowledge is not 
necessary, and they can focus on the non-academic areas that promote academic success.  
Parents can provide a regular place where homework can be completed and monitored to 
ensure successful completion.  Finally, parents ill know whether or not they need to 
contact the classroom teacher if their child is struggling with their school work (Bracke & 
Corts).  
 A parent may also feel they are failing as a parent and possibly express feelings of 
poor self-worth (LaRocque, Kleiman, & Darling, 2011).  For these parents, they should 
be reassured of their efforts and provided with encouragement in an effort to make the 
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parent(s) feel more comfortable and confident within the school setting (Bracke & Corts, 
2012).  Schools personnel, teachers, and students should regularly invite parents to 
become more involved to enhance their active involvement (Hoover-Demsey, Walker, 
Sandler, Whetsel, Green, Wilkins et al., 2005). 
 Parents may also identify the school climate and teacher attitudes as additional 
barriers (Van Velsor & Orozco, 2007).  Parents may not feel valued by teachers or school 
administration when participating at the school.  Teachers may view the parents’ 
involvement as obstructing their ability to work in the classroom.  Schools with lower 
socioeconomic families are less likely to promote parental involvement opportunities 
(Hill & Taylor, 2005).  These families should be reinforced that their commitment to 
education is valued and appreciated. 
 Families with more than one child face additional burdens (Van Velsor & Orozco, 
2007).  When volunteering in the school, often school sites do not provide daycare for 
younger children and teachers often request that parents do not bring younger siblings 
into the classroom.  In order for these parents to become more physically involved, they 
are responsible for locating and securing childcare.  Solutions to this scenario include 
providing childcare within the school for parents and also allowing parents to complete 
helpful classroom tasks at their convenience in the home.    
Lack of transportation also affects the parents’ ability to become more physically 
involved in school (Van Velsor & Orozco, 2007).  A solution for families with 
transportation barriers is for schools to host evening involvement opportunities and 
provide off duty school busses to pick up families to promote attendance.  Also, having 
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parent meeting opportunities away from the school grounds and closer to the family 
homes can also decrease or eliminate the transportation obstacle.   
 When creating parental involvement obstacle solutions, educators must look 
beyond volunteering in the classroom or on school grounds as the only way for parents to 
be involved (De Gaetano, 2007).   Parents can attend fieldtrips with the class, eat lunch 
with their child, complete activities provided by the classroom teacher, aid with school 
fundraising, and assist with classroom and school organizations (Bullard, 2008).   
Additional Barriers Placed on Multicultural Families  
Beyond the typical barriers placed on families, culturally diverse families must 
navigate through additional burdens that hinder their ability to be physically involved in 
schools.  Culturally diverse families are often viewed as having low school parental 
involvement.   One reason for this is the current beliefs held by educators.  Ventura 
(2009) specifies that our current educational beliefs are derived from European middle 
class values that have been passed on through the school system over numerous decades.  
It is anticipated that culturally diverse families conform to this system of expectations, 
values and beliefs, but often these families are not aware of or do not understand these 
educational expectations (Colombo, 2004; Van Velsor & Orozco, 2007).  A resolution to 
this barrier includes informing culturally diverse families of current educational (within 
the school and nationwide) expectations.  To promote parental involvement in schools for 
families from diverse cultures and lower socioeconomics, De Gaetano (2007) suggests 
that a focus should be placed on the different cultures and specifically dealing with 
realities within their lives. 
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Educational professionals must also be aware of various cultural nuances.  Every 
culture has different values and beliefs about education (LaRocque, Kleiman, & Darling, 
2011).  Parental involvement beliefs vary based on the family ethnic backgrounds and 
values.  For example, children from Latin American and Asian cultures show respect by 
avoiding eye contact with authority figures.  In the current American education system, 
this lack of eye contact could easily be mistaken for being disrespectful, inattentive, or a 
warning sign for various disabilities.  Learning and accepting cultural differences is 
imperative when working with these families from diverse culture and socioeconomic 
backgrounds (Domina, 2005).   
Language minority families are also less involved in schools (Domina, 2005; 
Mulligan, 2005).  In comparison to English speaking families, language minority families 
have increased challenges beyond the typical communication barriers.  Schools may 
provide families with school communication, but the communication may not always be 
interpreted or translated into the correct language for families.  During school meetings, 
schools are not always equipped with translators or with an individual able to speak the 
various languages within the school.  Providing translations of written and verbal 
communications are necessary to improve home-school communications (Mulligan, 
2005) and aids in creating a sense of family-school awareness and confidence in the 
school (LaRocque, Kleiman, & Darling, 2011).   
Mulligan (2005) suggests that when a translator is not available, that educators 
avoid using children because the message and its content could be misunderstood and/or 
mistranslated to the adult.  In addition, using children as a translator for adults upsets the 
parent-child relationship (LaRocque, Kleiman, & Darling).  Allowing the parents to bring 
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in a personal translator, like a friend or neighbor, will allow educators to conduct the 
meeting and create a positive relationship with the parents.   
As complex as these barriers can be for attaining parental involvement in school, 
these additional obstacles can be mediated with proactive school planning to promote 
future parental involvement and improve student achievement (Chavkin & Williams, 
1990).   
Framework for Involvement 
 
Students with frequent home and school interactions are more likely to internalize 
the importance of school, work hard, help their peers, become creative thinkers, stay in 
school, and have a much greater chance of developing into healthy, knowledgeable, 
responsible, and caring adults (Patrikakou, 2008).  There are various frameworks for 
promoting parental involvement in our schools.  The Parental Involvement Continuum 
(Cervone & O’Leary, 1982) identifies a progression of parental involvement from passive 
participants to more active partners in education.  Cervone and O’Leary identified four 
areas of parental involvement: reporting progress, special events, parent education, and 
focusing on academic preparedness within the home.  Within each of these four 
involvement areas, parents have the opportunity to act upon the continuum from 
participating in a more passive role, by simply acknowledging what is happening in the 
classroom, to a more active role.  This continuum brings attention to the need a variety of 
activities to promote parental involvement (Cervone and O’Leary).   
An additional, and frequently utilized model for parental involvement, is 
Epstein’s Framework (2010). This framework highlights six types of parental 
involvement and the crucial traits for developing collaborative parent relationships while 
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creating more comprehensive and appropriate programs for parents.  The types of 
involvement include: parenting, communicating, volunteering, learning at home, decision 
making, and collaborating with the community (Epstein).  Involvement in each of these 
areas is dependent upon the family, teacher, and the school climate.  Presented below are 
the key aspects of Epstein’s (2010) framework including definitions; benefits for 
students, parents, and teachers; challenges in implementation; and examples of the six 
parental involvement types. 
Parenting  
Parents are expected to create a home environment that encourages education 
(Epstein, 2010).  The child’s benefits of educational encouragement include fostering a 
respect for parents; passing on of positive beliefs and values from parents; developing a 
healthy time balance between homework, chores, and other activities; good attendance; 
and awareness of the importance of school.  When parents are involved in their child’s 
education, their knowledge and ability to assist their child is enhanced.  Benefits for the 
parents include: an awareness of child development and improving parent confidence, 
self-awareness and awareness of others’ challenges, and the ability to receive support 
from the school and other parents (Epstein).  Teachers have a greater understanding of 
family background, cultures, concerns, goals, and needs of the family.  In addition, this 
understanding manifests a respect for parents and their strengths and efforts in the 
education process.  Teachers develop an understanding of the child and the family 
diversity and can take this opportunity to share their knowledge with families (Epstein).   
Examples of parenting involvement include: parenting workshops to improve 
parenting skills; suggestions from educator for home condition improvement that foster 
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learning for each grade; participating in child-parent communication; workshops on 
health, nutrition, and other community services; and participation in neighborhood 
meetings to better understand the need of the school and the families (Epstein, 2010).  A 
challenge in facilitating parental involvement is the educator’s ability to provide relevant 
information to all families, not just those able to attend the workshops.   In addition, all 
information utilized in the workshops should be presented in a way to promote the child’s 
success in school.     
Communication  
Communication is defined as designing effective two-way sharing of information 
between home-and-school, with the purpose of informing parents about school activities 
and student progress while allowing teachers potentially crucial insight into specific 
family dynamics (Epstein, 2010).  Benefits for students include self-awareness of 
progress and opportunities for learning actions for skill improvement.  In addition, 
students are more conscious of school policies on behavior, attendance, and other 
academic conduct rules and are more capable of making mindful academic choices.  
Parents are more aware of school policies, programs, mindful of student achievement, 
and more capable of responding to student problems effectively (Epstein).  Teachers have 
the ability to be aware of family views on programs and to gain an awareness of parent 
perceptions on student progress.  Teachers have the ability to discover the best 
communication opportunities for each family and to increase their ability to communicate 
effectively (Epstein).   
Challenges in communication include establishing clear communication 
opportunities between home and school, and considering accommodations for parents 
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who do not speak English, have difficulty reading and or require large print.  Another 
challenge includes improving the clarity, readability, overall quality, and frequency of 
communication means (Epstein, 2010).  Examples of successful communication include: 
parent-teacher conferences, the use of translators for non-English speaking parents, 
frequent progress reports for parents to review and comment on student progress, and the 
development of a regular schedule for dissemination of notices and updates so parents are 
more attentive to pertinent school information (Epstein).   
Volunteering 
Epstein defines volunteering as parents actively participating in and serving as an 
audience to support students and the school programs (Epstein, 2010).  Students receive 
more individualized attention and additional support in specific targeted learning skills 
which result in the ability to improve their communication skills with adults.  Students 
have a social opportunity to acknowledge skills, talents, occupations, and contributions of 
the volunteers.  Parents are more likely to recognize the teacher’s job, and feel more 
confident in participating in homework (Epstein); parents feel valued and appreciated in 
the school, demonstrate an increase in their comfort level and self-efficacy in their ability 
to positively work in the school.  Parents have the opportunity to participate and make 
mindful decisions on steps to improve education.  Teachers are made aware of parents’ 
talents and create opportunities to utilize these skills (Epstein), and have the ability to 
grant more individualized attention to students requiring additional assistance.   
Scheduling flexibly to include working parents remains a challenge for recruiting 
volunteers.  Additionally, the amount of time to recruit, set up for, train, and ensure the 
talents of the volunteer are maximized is a challenge when scheduling volunteers.  
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Positive examples of volunteering include constructing a parent room or family center as 
a meeting place for providing additional resources for families. Additional suggestions 
include surveying families to identify talents, times, and availability of willing 
volunteers, and parent patrols to assist in the development and implementation of school 
programs (Epstein, 2010).      
Learning at Home 
Learning at home is defined as parents involved with their children in academic 
activities at home (Epstein, 2010).  Parents are more skilled in providing support, 
encouragement, and awareness of their child as a learner when they are involved in the 
learning process in the home.  Teachers will be more satisfied with the perceived family 
support (Epstein) when students are displaying efforts of learning at home. 
Challenges in creating learning experiences at home include designing a 
homework schedule that accounts for additional extra-curricular activities, and creating 
activities that rely on parents and students to communicate about content (Epstein, 2010).  
Examples of creating effective learning opportunities at home include informing parents 
of required content standards and suggestions for continuing and improving these skills at 
home; providing learning opportunities to discuss homework policy, discussing 
expectations of completing homework; and developing calendars with activities for 
parents and students to complete to ensure students interact and discuss with their family.   
Decision Making 
The fifth type of involvement is decision making.  Decision making is when 
parents are involved in school decision making, governance, and advocacy (Epstein, 
2010).  Parents progress to parent leaders and educational representatives on committees 
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and boards.  Students are aware of family influence in school decisions, and their rights 
are protected (Epstein).  Parents are more aware of the school, district, and state policies 
and have the ability to contribute to the policies that affect children.  Parents develop 
connections with other families in the school and develop a sense of ownership in the 
school.  Teachers are more aware of parent perspectives and view parents as equals in 
committees and in leadership roles (Epstein). 
Challenges include recruiting parent leaders from all racial, ethnic, 
socioeconomic, and other groups which are reflective of the diversity within the school.  
A second challenge is in decision making, which involves allowing students to participate 
in the decision making opportunities.  Constructive examples include active parent 
organizations, advisory councils; advocacy groups to lobby for education reform, and 
providing information on school or local elections for school representation (Epstein, 
2010).     
Community 
The final type of involvement is collaboration with the community.  As the 
community becomes integrated with school activities they strengthen the various 
programs, family practices, and hence student achievement (Epstein, 2010).  Students 
have the awareness of careers and future education, as well as increased skill 
development through enhanced curriculum and extracurricular experiences.  Parents are 
more aware of local resources available and have the opportunity to interact and create 
working relationships with resources in their community.  Teachers have the awareness 
of community resources increasing their ability to enrich the curriculum and instruction.      
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Challenges include informing parents of all the available opportunities for 
assistance, plus discussing and effectively solving logistical concerns about programs.  
An example of community awareness in parental involvement includes providing 
information on community health, cultural, recreational, and social supports to families 
(Epstein, 2010).   
Creating home-school partnerships can improve school programs, improve the 
school climate, provide families with needed supports, assist teachers with their work, 
increase parents’ knowledge and leadership, develop strong bonds between students, 
schools, and their community, and finally help all children succeed (Epstein, 2010).   
Parental Involvement and Current Educator Knowledge 
 
 Teachers are the connecting link between the families and the educational 
process.  Patrikakou (2008) states that successful implementation of parental involvement 
strategies in schools depends on a teacher’s perceptions, policies, and practices.  Teachers 
agree that parental involvement contributes to more successful student achievement and a 
positive school climate.  However, one third of teachers believe it is their responsibility to 
involve families, and only half of teachers believe that they can change parent behaviors 
(Patrikakou, 2008).   
 Teachers may harbor these beliefs due to the lack of preparation in understanding 
and implementing parental involvement strategies.  According to Patrikakou (2008), only 
a few colleges and universities offer courses in parental involvement or collaboration; 
often this class is not required.  Additionally he states, that some universities and colleges 
report including the discussion of specific topics related to parental involvement in other 
courses.   
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Schools are now required to involve parents in a variety of ways, and practitioners 
are required to provide learning opportunities to parents; yet, they are not aware of the 
strategies to employ or effectiveness of various programs.  Patrikakou (2008) suggests 
that pre-service teachers have a comprehensive understanding of the benefits and 
effective practices for parental involvement.   
Components of Successful Parenting Education Programs 
 
Epstein’s Six Types of Involvement (2010) highlights the focal areas to 
promoting parental involvement.  Providing parents with learning opportunities in each of 
these six areas allows the parent participants the opportunity to gain the knowledge and 
consequently provide their children with the necessary learning experiences, learning 
environment, and learning atmosphere to promote academic and school success.     
 Parenting education can decrease typical parenting stresses, increase the 
effectiveness and productivity of the family, improving the family relationships and 
cohesion (Janz, 1996; Rogers Wiese, 1992).  By encouraging positive parenting skills, 
parents can increase their parenting self-efficacy (Lucas, 2011).  The more self-
efficacious the parent feels, the more likely the individual is going to participate in home-
based activities (Iruka, 2005).  In addition to self-efficacy, participation in parent 
education allows for parents to create social networks that can an additional family 
resource (Dunn-Shiffman, 2011). Parenting programs can provide participants with the 
necessary skills they will need to meet the current parenting demands.  In addition, 
participants will be anticipatory of future circumstances and be more prepared to 
proactively solve any given situation thus easing the potential stress of the unknown on 
the family (Janz). 
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Multicultural components to parent education programs    
A multicultural approach to parent education should utilize non-traditional 
strategies including conducting meetings during off school hours and housing these 
meetings off the school campus (Floyd, 1998).  Program creators should be 
knowledgeable of the community and understand the needs and opportunities of the 
potential participants (LaRocque, Kleiman, & Darling, 2011; Van Velsor & Orozco, 
2007).  Participants in the programs should assist in the creation/inclusion of the topics to 
be included during parent trainings (De Gaetano, 2007; Van Velsor & Orozco).  When 
participants assist in the creation of the program, the participant acquisition of the 
presented materials increases.  Parent education programs should also include hands on 
learning activities for the participants (Kerr, 2005).  Participants should have the 
opportunity to celebrate their cultural differences within the program.  This allows 
participants to gain an understanding of others and participate in learning experiences 
beyond their culture (Kreider & Lopez, 1999; Van Velsor & Orozco).  
 Parenting programs should focus on creating open communication opportunities 
for the participants and session leaders.  Participants should have the opportunity to share 
their experiences and information with others in the group (Kerr, 2005).  Native language 
translations and transcriptions of paperwork and all materials presented should be 
provided for all program participants (De Gaetano, 2007; Mulligan, 2005).   
 Providing parenting programs in a group setting is advantageous for the program 
administration and participants (Kerr, 2005).  Many of these individuals participating in 
group sessions are often from the same community and may have experienced some of 
the same difficulties.  Participants have the opportunity to build and maintain a support 
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network, which can be utilized during the implementation of the program and post 
intervention as an additional resource in creating positive solutions (Janz, 1996; Kerr).  
Utilizing the various strategies will enhance the parental involvement activities within the 
school, and contribute to the creation of a positive home-school climate (Patrikakou, 
2008). 
Statement of the Problem 
Parents provided with fundamental parenting knowledge and skills may overcome 
daily obstacles, reduce family stress, and support in developing proficient children 
(Lucas, 2011; Roger Wiese, 1992).  By encouraging positive parenting skills, parents can 
increase their parenting self-efficacy (Lucas, 2011), and manage or reduce barriers that 
might obstruct their ability to become more active participants in their child’s education.  
Consequently, attempting to increase parental involvement in schools and improve the 
learning opportunities for students.    
 The changing demographics within our schools signify that parent trainings 
should be created and designed to meet the needs of diverse populations.  Families have 
different needs and require different learning opportunities (De Gaetano, 2007; Kerr, 
2005; Kreider & Lopez, 1999; LaRocque, Kleiman, & Darling, 2011).  Cultural 
differences and misunderstandings may inhibit the ability of the participants to obtain 
potential benefits provided during an education program (Kreider & Lopez; Van Velsor 
& Orozco, 2007).  In order to optimize the parental involvement levels of all parents, 
further exploration of a multicultural parenting education program is essential. 
 A review of literature identified parenting programs designed for Chinese families 
(Lau, Fung & Yung, 2010), African American families (Myers, Alvy, Arrington, 
23 
 
Richardson, Marigna, Huff et al., 1992), young parents (Florsheim, Burrow-Sanchez, 
Minami, McArthur, Heaving, & Hudak, 2012; Robbers, 2008), incarcerated mothers 
(Newman, 2011), parents with intellectual disabilities (Wade, Llewellyn, & Matthews, 
2008).  Additionally, literature has identified parenting programs to prevent child abuse 
and neglect (Barth, 2009), to assist children with internalization problems (Cartwright-
Hatton, McNally, White, & Verduyn, 2005), for reducing disruptive behaviors in children 
(Gavita & Joyce, 2008), and for reducing disruptive behaviors in disadvantaged areas 
(McGilloway, Mhaille, Furlong, Leckey, Kelly, Bywater, Comiskey, & Donnelly, 2012).  
However, a search to identify any programs designed to provide parenting education to a 
diverse parent group with children attending preschool revealed little findings.  
  Providing parents with a parenting education program during the preschool years 
will potentially increase parental self-efficacy and promote further parental involvement 
during their child’s academic career.  Children who had strong family collaboration 
during early childhood programs have higher cognitive and language skills than children 
who did not participate; they have also increased emotional learning and engaged in less 
risky and delinquent behaviors later in life (Patrikakou, 2008).  Often preschool programs 
require attendance in monthly meetings to meet the requirements of a Title 1 program 
(NCLB, 2001); however, due to a variety of barriers placed on families, often families are 
having to decide between attending these meetings or meeting the needs of their family 
(i.e., financially, physically, emotionally).  Utilizing a parent program designed 
specifically for multicultural families has the potential for increasing student academic 
success and promotes parental involvement through their child’s educational careers. 
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Purpose of the Study 
The purpose of this study is to identify the best communication strategy to 
increase parenting effectiveness using Interactive Parenting Education Sessions or 
Informative Communication Newsletters.  Additionally, this study examines the outcome 
of a parenting program, Positive Parenting, created specifically by the researcher for 
culturally and economically diverse parents with children attending a Title 1 program.   
Specifically, the study addresses the following questions: 
 Research Question 1: Did the Interactive Parenting Education Sessions 
improve the participant’s perception of parenting knowledge skills when 
compared to the Informative Communication Newsletters and the 
comparison group? 
 Research Question 2: Did the Interactive Parenting Education Session and 
the Informative Communication Newsletters prove successful in 
increasing positive parenting perceptions?   
 Research Question 3: Did the participants in the Interactive Parenting 
Education Sessions show an increased overall approval rating in 
comparison to the Informative Communication Newsletter group? 
 Research Question 4: Did the participants in the Interactive Parenting 
Education Sessions and the Informative Communication Newsletter show 
an increased trend of growth? 
Significance of the Study 
 
 As the public school population continues to diversify (NCES, 2012), the need to 
increase the involvement of parents in schools becomes a priority (Bodenstab, 2011).  In 
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addition to increasing parental involvement, ensuring all children achieve academic 
success is essential (Bracke & Corts, 2012).  One way to improve parental involvement 
may be through encouraging effective parenting skills, informing parents of educational 
expectations, and increasing parent self-efficacy perceptions (Mendez-Baldwin, 2001).  
Providing this educational opportunity to parents enrolled in a preschool program may 
increase their potential ability to become more physically involved in their child’s 
education.    
 Effective parenting programs focus on building positive parenting procedures, 
including: managing challenging behaviors, developing expectations, reducing parenting 
stress, and improving home learning opportunities (De Gaetano, 2007; Kerr, 2005; 
Kreider & Lopez, 1999; LaRocque, Kleiman, & Darling, 2011).  Parenting programs 
have previously been designed to meet the needs of various ethnic groups exclusively 
(Garcia, 2006; Janz, 1996; Lau, Fung & Yung, 2010; Myers et al., 1992; Wessel, 2005).  
However, a need for creating a multicultural parenting program is essential due to the 
continual transformation of our school populations; our schools are becoming more of a 
global village, and genuine cultural variations are increasingly difficult to identify 
(Cohen, 2006).  
 Presenting fundamental parenting skills and information while addressing current 
participant concerns during the sessions; The Positive Parenting program has a potential 
to: (a) increase parenting capabilities, by providing participants with positive parenting 
knowledge; (b) enhance the parenting effectiveness for a cohesive family environment, 
by providing participant with numerous strategies and techniques to best meet the 
family’s needs; (c) increase understanding in educational beliefs and systems, by 
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providing culturally diverse families with the educational expectations; and (d) foster 
increased parental involvement by providing encouragement and building parental 
confidence in a safe and nurturing atmosphere.  
 In this study, parents will be provided with eight Positive Parenting strategy 
interventions.  The topics for the eight sessions include: an introduction to the Positive 
Parenting strategies; developmental milestones for 4 & 5 year-olds; talking, building and 
maintaining positive communication with young children; developing schedules, rules, 
and routines; understanding behaviors; developing expectations of home and school, 
dealing with stress and developing support systems, and discussing how the program can 
been utilized in the home.  Each of these sessions follows guidelines for creating parent 
partnerships as presented by Epstein (2010).  In addition to following the guidelines for 
creating successful parenting programs for culturally and economically diverse families, 
all sessions will be conducted simultaneously in English and Spanish to alleviate any 
language gaps (Cassity & Harris, 2000).   
 All presentations and newsletters will be presented in both English and Spanish 
(Mulligan, 2005).  Sessions are held during a time typically utilized by the preschool staff 
for parent and student supports.  As parents are already aware of this allotted time, 
transportation and childcare barriers should already be mediated.  The interactive sessions 
will be provided in a group setting (Kerr, 2005), enabling participants to create social 
networks (Janz, 1996), to allow for maximum participant exposure to the materials, and 
allow participants to share their own experiences (Kerr).  Within the sessions, participants 
will be informed of current educational beliefs (Colombo, 2004; Van Velsor & Orozco, 
2007) regarding assisting culturally diverse families while maximizing the teacher and 
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family relationship in order to understand current expectations.  By following the various 
guidelines of a successful parenting program, a cognizant effort has been made to meet 
the needs of the participants creating home-school partnerships desired.     
 The limited amount of research exploring the most effective way to communicate 
parenting strategies to diverse families and families with low socioeconomics, 
necessitates the need for further research.  Current research in the field appears to focus 
on one subgroup only, as opposed to working with all the families located within a school 
setting (Florsheim et al., 2012; Lau, Fung & Yung, 2010; Myers et al., 1992; Robbers, 
2008).  Additionally, the literature has not reported any comparisons for providing 
positive parenting techniques through two different delivery types: interactive sessions or 
supplementary informative communication. Participants will be provided with two 
information delivery types; either eight Interactive Education Parenting Sessions or eight 
Informative Communication Newsletters.  The comparison group will not participate in 
any sessions or receive any newsletter.  This study will determine the efficacy of both 
delivery methods, as well as determine the perceived parent perception of the 
effectiveness of the Positive Parenting strategies.   
 Further exploration into the delivery methods for presenting educational 
information to parents is necessary.  In this study, culturally and economically diverse 
families with children attending a Title 1 program will be exposed to Positive Parenting 
strategies.  The study investigates two delivery models, Interactive Parenting Education 
Sessions and Informative Communication Newsletters, to determine the efficacy of both 
the parenting education program as well as the efficacy of the delivery methods. 
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Limitations of the Study 
This study was limited geographically to one urban school in the southwestern 
United States.  The school population consists of children from culturally and 
socioeconomically diverse families.  The limited sample size utilized in data collection 
makes generalization to the entire population difficult.  In addition, there is no guarantee 
that participants from the Interactive Parenting Education Sessions, the Informative 
Communication Newsletters, or the control group did not discuss the information or share 
the written materials provided during either the Interactive Parenting Education Session 
or the Informative Communication Newsletter.  Caution should be used with regard to 
generalizing the findings from this study to other populations in different schools, 
different parts of the United States, or differing demographic characteristics.   
This study was limited to the literacy levels of the divers participants in the 
Interactive Parenting Education Sessions, the Informative Communication Newsletters, 
and comparison groups.  The group participations consisted of individuals with varying 
educational and literacy levels.  There is no guarantee that all participants comprehended 
the presented material, particularly those participating in the Informative Communication 
Newsletters and the comparison group.  No discussions were held with these 
participations about the content to ensure comprehension of the information.  Caution 
should be used with regard to generalizing the findings from this study to other 
populations with varying literacy levels.   
Definition of Terms 
 
Barriers.  Conditions that inhibit the development of parent and teacher relationships, 
including: cultural, social, emotional, economic, and linguistic (Ventura, 2009). 
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Diversity.  Within any group there are vast differences in wealth, income, education, and 
lifestyle (Lindsey, Robins, & Terrell, 2009) 
Effective Parenting.   
Carrying out the responsibilities of raising and relating to children in such a 
manner that the child is well prepared to realize his or her full potential as a 
human being. It is a style of raising children that increases the chances of a child 
becoming the most capable person and adult he or she can be (Alvy, 2012, p. 1). 
Family Involvement.  Parent or caregivers investment in their child’s education 
(LaRocque, Kleiman, & Darling, 2011). 
Informal Parent Participation.  What parents do at home to help their children’s 
learning (De Gaetano, 2007). 
Informative Communication Newsletters.  Written information provided to participants 
in order to share information about the Positive Parenting strategies  
Interactive Parenting Education Session.  Actively attending a Positive Parenting 
strategies session to order gain information related to the purpose of the meeting and 
interact with a trainer and additional participants. 
Parents.  All those who are the children’s caregivers in the home: grandparents, aunts, 
uncles, or older siblings who may be biologically related to children. Other caregivers, 
however, may not be biologically related; rather, they may be legally appointed guardians 
or persons who were entrusted by one or both of the biological parents with raising their 
child(ren) (De Gaetano, 2007). 
Parent education.  Methods of providing parents with information, awareness, 
strategies, knowledge, and skills to be effective parents (Janz, 1996).   
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Parental involvement.  Parenting, communicating, volunteering, learning at home, 
decision-making, and collaborating with the community (Epstein, 1995).  
Positive Parenting strategies.  An intervention developed for families of multicultural 
and socioeconomic diverse backgrounds.  The Positive Parenting intervention focuses on 
providing skills and strategies that can be utilized in the home of families with young 
children.  The programs focus is on providing parents with information on: 
developmental milestones for children ages 4 and 5 years; talking, building and 
maintaining positive communication with young children; developing schedules, rules, 
and routines; understanding behaviors; developing expectations of home and school, 
dealing with stress and developing support systems, and discussing how the program can 
been utilized in the home.   
Title I.  Ensures that all children have a fair, equal, and significant opportunity to obtain 
a high-quality education and reach, at a minimum, proficiency on challenging state 
academic standards and state academic assessments.  This purpose can be accomplished 
by meeting the educational needs of low achieving children in our nation’s highest-
poverty schools, limited English proficient children, migratory children, children with 
disabilities, Indian children, neglected or delinquent children, and young children in need 
of reading assistance (NCLB, 2001). 
Summary 
 
 Parent participation in schools continues to be a priority in achieving the parental 
involvement initiatives.  Numerous positive connections between parental involvement 
and academic achievement have been identified (Bodenstab, 2011; Fan & Chen, 2001). 
However, as great as the benefits of parental involvement are, internal and exterior 
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barriers placed on families inhibit their ability to participate.  In an attempt to assist 
families with managing these barriers and promote additional parental involvement, 
parents should be provided with supports to assist them in increasing their self-efficacy.  
One such support includes providing parents with trainings and instruction (Rogers 
Wiese, 1992). 
 Providing parent(s) with parenting skills has been reported to increase school 
success (Domina, 2005; LaRocque, Kleiman, & Darling, 2011; Macron, 1999; Scott, 
2007; Swick, 2007).  Current parent programs advocate for the inclusion of specific 
topics: positive control, managing stress, building and maintaining structure in the home, 
and developing working family systems.  Additional considerations should be utilized 
when creating a multicultural parent program: bridge the language gap and create open 
communication between participants and the instructor, expand family involvement 
beyond the classroom, utilize non-traditional strategies,  be knowledgeable of the 
community and understand the needs and opportunities of the potential participants, 
include hands on learning activities, celebrate their cultural differences, provide the 
intervention in a group setting, allow opportunities to build, and maintain support 
networks. 
 Providing participants of a parenting program with two diverse delivery methods 
may provide insight to improving parental involvement for all families; especially for 
families with diverse cultural backgrounds, and for families that may not understand the 
current educational expectations schools place on families.  The purpose of this study is 
to provide Positive Parenting strategies to culturally and economically diverse families 
with children attending a Title 1 program.  Additionally, this study examines the efficacy 
32 
 
of the Interactive Parenting Education Session and Informative Communication 
Newsletters compared to the comparison group. 
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CHAPTER 2 
REVIEW OF RELATED LITERATURE 
 
 This chapter has three purposes.  The first objective of this chapter is to 
summarize and analyze existing literature related to parental variables and parental 
involvement.  The second objective is to summarize and analyze existing literature 
related to parental involvement and ethnicity.  The third objective is to summarize and 
analyze existing literature related to parenting programs.   
Literature Review Search Procedures 
 
A systematic search through computerized databases included: (a) ProQuest – 
UMI Digital Dissertation Database, (b) Education Resources Information Center, (c) H. 
W. Wilson Company, and (d) Sage Journal online.  The descriptors that were used 
include: parent involvement, parent involvement and achievement, parent involvement 
and academic achievement, parent involvement and preschool, parent involvement and 
variables, parent involvement and variables and preschool, parent involvement and 
variables and elementary, English language learners and preschool, English language 
learners and school, English language learners and parent involvement and preschool,  
parent involvement and school, improving parent involvement, parent education 
strategies,  parent education programs, parent education programs and parenting skills, 
parent training, parent training strategies, parent perceptions of involvement, parenting 
classes and education, parenting education and parenting classes, parenting and classes 
and effectiveness, and communication and parents. Also during the review process, a 
reference review from the obtained articles was conducted.   
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The initial systematic search was directed toward parent involvement and parent 
programming for prekindergarten and preschool families; however, due to the limited 
nature of research in this area (Baker & Soden, 1998 & Patrikakou, 2008), the search 
areas were broadened to include elementary education.   
Criteria for Selection 
 
 Studies were included in this review if: (a) the procedures and results were 
published between 1996 and 2012, (b) the purpose of the study was to examine parent 
involvement and variables to involvement, parent involvement and academic 
achievement, parent involvement and ethnicity, or parenting education programs, and (c) 
participants were parents or guardians of children in preschool or elementary school.  
Studies were excluded from this review if: (a) the purpose was to identify parental 
involvement beyond eighth grade, (b) was conducted outside of the United States, and (c) 
the participants had children diagnosed with any developmental, low incidence, or high 
incidence disabilities. 
The Relationship between Parental Involvement and Achievement 
 
 Parental involvement positively impacts academic, social and emotional learning 
of children (Patrikakou, 2008). Parental involvement remains a complicated subject, as 
the decision to be involved depends on the parents’ willingness and capabilities.  The 
commitment and effort of parental involvement is a continuum from less involved in the 
home to extremely involved in both the home and school environments.  Individual 
parental variables may predict the amount and/or type of parental involvement.   
Myrick (2000) conducted a study to investigate the relationship between parental 
involvement and school readiness skills.  The researcher focused on the relationship of a 
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mother’s educational level, marital status, and household income with readiness skills.  
The researcher utilized data collected by the National Center of Education Statistics.  
Samples of 2,000 families out of 10,888 families were used for the study.  Each 
participant had a four-year old at the time of data collection.  Parental involvement was 
identified as: told child a story; taught letters, words, or numbers; created arts and crafts; 
played with toys indoors; took child along to complete errands; and involvement in 
household chores. 
 An ANOVA and Person Correlation were used to examine the data.  A 3-way 
ANOVA was conducted and a statistically significant interaction between parental 
involvement and household income, marital status, and mother’s educational level (p 
<.036) was identified.  The greatest relationships were identified for parental involvement 
and color identification (R=.216), how high a child can count (R=1.97), letter recognition 
(R=1.90), writing and drawing (R=1.82), and writing first name (R=1.51).  A small 
relationship was identified for parental involvement and pretend reading (R=1.20), 
independently reading (R=0.90), reading picture books (R=.085), buttoning clothes 
(R=.084), and holding a pencil correctly (R= .060). 
 Myrick noted several implications for future practice.  These included use of 
additional variables: mother’s marital status including the number of times married, 
father’s education level, and parent past relationships with education system; and to 
compare the findings with newer information collected.   
El Nokali, Bachman, and Votruba-Drzal (2010) conducted a study to identify the 
benefits of parental involvement for academic and social development in elementary 
school.  The researchers used longitudinal data from the National Institute of Child 
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Health and Human Development Study of Early Childhood Care and Youth 
Development.  Data used in this study came from a sample of 1,364 children aged birth 
through fifth grade.  Parental involvement data were collected from both the parents and 
teachers during first, third, and fifth grades.  Student academic scores were collected at 
54 months, first, third, and fifth grade and socio-emotional development scores were 
collected in first, third, and fifth grade.  Additionally, child characteristics, classroom 
characteristics, and family characteristics were included as covariates of child outcomes 
and parental involvement.   
 The between-child analysis indicates that higher parental involvement, as reported 
by teachers and parents, promotes better social skills, decreases behavior problems, and is 
unrelated to average academic achievement.  However, average parental involvement was 
not a predictor of increased academic or socio-emotional development.  The within-child 
analysis indicates mothers who ranked themselves as having increased parental 
involvement had higher teacher-rated social skills and decreases in both parent and 
teacher problem behavior scales.  However, within-child achievement growth was not 
related to either parental involvement measures.  Overall, greater involvement in parental 
involvement practices was found to be unrelated to academic achievement.  However, 
significant associations were detected between parental involvement and social skills and 
declines in behavior problems.   
 The researchers noted several implications for future practice.  El Nokali, 
Bachman, and Votruba-Drzal (2010) state that many early childhood interventions 
include parental involvement as a component to participation; however, with the various 
additional components included in these programs, it is hard to distinguish the actual 
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contribution that parental involvement alone contributed to the gains.  Additionally, the 
researchers indicated that future research should focus on the type of parental 
involvement utilized to better identify the parental involvement activities that promote 
academic achievement.   
 Griffith (1996) examined the relationship of parent empowerment and 
involvement to student academic performance.  The participant samples came from 41 
elementary schools from a large suburban school district located in a metropolitan area.  
A total of 11,317 parents (88%) of the entire parent population completed the surveys.  
The surveys consisted of 41 items; 30 items were completed using a 4-point Likert-type 
scale.  The final 11 questions were closed-ended questions about participation in 
programs, parental expectations, and respondent characteristics.   
 Correlations among parental involvement, parental empowerment, and school 
CRT scores were identified for student ethnicity and enrollment in free-or-reduced lunch 
programs.  Schools with greater parental involvement and empowerment had higher 
student CRT scores.  Additionally, schools that had higher levels of parental involvement 
had fewer and more experienced teachers.  Schools with higher percentages of African 
American, Hispanic, and students enrolled in free-or-reduced lunch programs had lower 
rates of parental involvement and CRT scores.  
 Griffith also conducted a regression analysis that corresponded to the four models 
in the prediction of student performance on the CRT.  Parental empowerment and 
involvement both positively predicted higher scores; parental involvement was the 
greatest predictor of CRT scores.    
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 Griffith stated that due to the analysis being correlations, it is not known if 
parental involvement or empowerment preceded or followed student performance, or a 
third variable accounted for the student performance variations.  Future research 
recommendations include more specific measures into the parental involvement strategies 
and academic performance linkage.      
Race and Ethnicity Variables   
  Graves (2006) conducted a study to explore parental involvement at school entry 
and identify if there are any differences in ethnicity.  Additionally, Graves focused on the 
parental involvement as it relates to academic achievement.   
Data utilized for this study came from the Early Childhood Longitudinal Study-
Kindergarten Cohort.  The study sample includes 11,741 Caucasian and African 
American children.  A logistic regression was used to predict an outcome for each of the 
two ethnic groups studied.  To determine how parental involvement is related to 
academic achievement, a multiple regression was conducted.   
Three areas were found to have significant differences between African American 
and Caucasian participants.  African American families were identified as being 46% less 
likely to involve their children in extracurricular activities.  Teachers indicated that 
African American families were 8.3% less involved in parental involvement activities.  In 
addition, African American families indicated they were three times less likely to be 
involved in parental involvement activities.   
 Graves utilized subjects with comparable ratings for each of the four variables: 
income, education level, occupation, and prestige level of occupation.  Two significant 
differences were identified.  The two ethnic groups differed on school participation and 
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cultural exposure.  Again, African American families were less likely to participate in 
parental involvement activities (65.8%) and less likely to expose children to cultural 
experiences (21%).  Education level was identified as having a significant effect on 
parental involvement; however, African American families still participated less in 
parental involvement activities no matter the education level.   
Graves noted several implications for future research.  These implications involve 
(a) including all ethnic groups, (b) the longitudinal effects of parental involvement on 
achievement (c) classroom and school characteristics for identifying parental 
involvement, and (d) identifying risk factors for participants.   
Lin (2003) explored the relationship between specific parental involvement 
activities and student academic performance in kindergarten and the difference across 
racial and ethnic backgrounds.  Lin utilized data from the Early Childhood Longitudinal 
Study from the 1998-1999 school years.  The participants included 16,125 first time 
kindergarten students and their families from diverse racial, ethnic, and socioeconomic 
backgrounds, attending both public or private school, and either full-day or half-day 
programs.   
 The child assessment data was collected in both the beginning and end of the 
academic school year.  The assessment included three cognitive domain areas (reading, 
math, and general knowledge), psychomotor skills (fine and gross motor skills), and 
physical measurements (height and weight).  For second language students, they were 
also given the Oral Language Development Scale.  Results from this assessment 
determined the administration language for the other assessments.  Only English 
proficient students and their families were included in the study.   
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 Parents participated in interviews and were required to provide information on 
family demographics (age, relation to child, race, ethnicity, etc.), family structure, 
parental involvement, home education activities, childcare experiences, parental 
education, parental employment status, and the child’s social skills and behaviors. Parent 
interviews were conducted to obtain information on home educational supports, school 
involvement, extracurricular activities, and use of community resources.   
 Various factor analyses were conducted to identify all factors related to parent 
variables, involvement types, and achievement.  The descriptive statistics were completed 
for the differences in income.  The differences in income and racial scores were explored 
through t-tests. Next, an ANOVA was utilized to explore the relationships between the 
racial groups.  Finally, a series of linear regression were completed to explore the five 
parental involvement components and kindergarten academic outcomes.     
 There was a large difference between family socioeconomic backgrounds and 
ethnicity/race.  About 42% of Black families, 36% of Hispanic families, 18% of Asian 
families were below the poverty level in contrast to only 9% of White families.  Both 
Asian and White families had higher parent education means and occupation means than 
Black and Hispanic families.  For White children, the greatest predictor of student 
achievement was parental education, and poverty was found to have a negative effect on 
scores.  School involvement was the greatest predictor of all five areas for academic 
performance.  White and Asian kindergarteners scored higher on the assessments than the 
Black and Hispanic kindergartners.  Children from higher socioeconomic backgrounds 
scored greater on assessments.  Black families that utilized home resources had greater 
academic performances.  No differences in academic scores were found for children from 
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one or two parent homes.  Asian children participating in extracurricular activities had 
greater academic achievement than those who did not.  Additionally, families that utilized 
home resources and school involvement participation had children that scored greater on 
the general knowledge assessments.  For Hispanic children, the greatest predictor of 
achievement was parental education, and poverty had a negative effect on achievement.   
 In four of the five involvement areas (home resources, home cognitive 
stimulation, participation and volunteering, and extracurricular activities), White families 
utilized these areas more than all other ethnicities in the study except for Asian families 
utilizing the community resources more.   
 Lin (2003) suggested that although the data is comprehensive, the researcher and 
data are limited because they were already collected prior to this study. The data is only 
specific to this kindergarten cohort, and it would be difficult to see how parental 
involvement changes over time.  Lin also suggested that further investigation is needed to 
understand the teacher’s view of parental involvement.     
Mulligan (2005) conducted a study focusing on language minority families and 
the opportunities, facilitation, and actual family participation in formal school activities.  
The data utilized in this study is from the Early Childhood Longitudinal Survey from the 
kindergarten class of 1998-1999.  This was a national representation of the nation’s 
kindergartners (21, 260) from various schools in the United States (1,277).  The 
information was gathered using phone interviews (in spring and fall) and school-level 
collected data (collected from teachers and administration).  A multivariate analysis of 
family involvement opportunities and the type of school are compared.  A more 
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comprehensive look into the types of family involvement participation for only limited 
English proficient student’s families is needed.   
 Mulligan (2005) explored the ways that the variety of parent activities and 
opportunities available for family involvement fluctuated based on school size, resources, 
and location.  Parents from non-English speaking families attend approximately three less 
school functions during the school year; and were also more likely to identify themselves 
with no family participation during the school year.  Caucasian families were found to be 
more involved in the school, and African-American families tended to be the least 
involved.  Parents with multiple children in school, and those attending the same school 
were more likely to be more involved.  Families with two parents were more involved 
than single-parenting families.  Involvement increased as socioeconomics increased. 
 Mulligan (2005) also identified barriers to parental involvement.  Language 
barriers continue to be the greatest predictor of parent non-involvement.  Twenty percent 
of non-English language minority families indicated that meetings were only held in 
English, 18 percent were never informed of school activities in which they would be 
willing to participate.  Additional barriers included parents having difficulty getting time 
off from work, and meetings were being held at inconvenient times throughout the school 
day. Child care, transportation, and feeling unwelcome were other sited barriers.   
 Limitations to the study conducted by Mulligan include generalizing the findings 
from the school into the classroom.  Additional exploration into the language minority 
family involvement within grade levels was suggested. 
 Bodenstab (2011) conducted a study that focused on six factors that affect Latino 
parental involvement.  These factors included: program model, student achievement, 
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parental English language proficiency, student grade level, parent education level, and 
income level.  Participants included 179 families that had children enrolled in the 
elementary school and attended any grade within the school.  Participants completed a 
modified survey indicating parental involvement and demographic information.  A one 
way ANOVA was utilized to determine if there is a relationship between parental 
involvement and student achievement.  A one way ANOVA was utilized to determine if 
there is a relationship between English language proficiency level and parental 
involvement.  A t-test was utilized to determine if there is a significant difference in 
parental involvement in the various grade levels.  A one way ANOVA was utilized to 
determine if there is a relationship between parental involvement and education level.  A 
one way ANOVA was utilized to determine if there is a relationship between family 
income and parental involvement.   
 Bodenstab (2011) reported that student achievement is related to parental 
involvement; high achieving students had parents that scored highest in parental 
participation.  English language proficiency was also a factor in predicting parental 
involvement; as the parents rated themselves more proficient in the language, they were 
more likely to show increased levels of parental involvement. Family income predicts the 
level of parent participation as well; as the family income increased, so did the parental 
indication of parental involvement.  The type of program the child was enrolled in also 
was a factor in parental involvement. There was no significant finding for parental 
education level and parental involvement.  Results from the grade level analysis found no 
significance between parental involvement and current grade level.   
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 Failing to include all factors that could predict parental involvement was 
considered a limitation to the study conducted by Bodenstab (2011).  Because of the 
limited subjects used in the study, there was not enough data to fully explore the parental 
involvement and grade level differences or to indicate the single greatest predictor of 
parental involvement.  In addition, because of the low number of participants, 
generalization of this study is limited. 
Wong & Hughes (2006) investigated the differences between ethnic groups on 
parent-reported and teacher-reported involvement in schools.  Participants included 
parents and teachers from three ethnically diverse first-grade programs (one urban and 
two small cities). There were 481 parent participant reports, 750 student participants, and 
648 teacher reports utilized.  The Parent Report Measure was utilized to collect the self-
reported involvement from parents and collected data on teacher relationship quality 
factor, parent endorsement of school, parental involvement, and parent-teacher contact.  
In addition, data was collected on parental perceived self-efficacy and parent/teacher 
roles.  The Teacher Report Measure was used to collect teacher ratings of parental 
involvement on teacher relationship quality factor, parental involvement, teacher’s 
perceptions of parent’s value of education, and parent-teacher contact.  Parents were 
required to identify their ethnic membership, and only Caucasian, African American, and 
Hispanic families were included in the study.  Hispanic families were further divided into 
English-speaking and Spanish-speaking groups.  Employment and parental education 
were also utilized in the analysis.  One-way multivariate analysis of covariates was 
conducted to examine the relationships between ethnicity and parental involvement. A 
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repeated measures analysis was conducted to explore the interaction effect of ethnicity 
and parental involvement.   
Wong & Hughes (2006) found that Caucasian parents rated themselves as 
believing in a higher level of parent-teacher shared responsibility than Hispanic and 
African American families.  African American families perceived themselves as having 
greater communication and parent-teacher shared responsibility when compared to 
Hispanic families.  English-speaking Hispanic families perceived themselves as having 
more shared responsibilities than Spanish-speaking families.  Teachers rated their 
alliance with Caucasian and Hispanic families higher than with African American 
families.  Teachers also rated African American families as less involved in the home-
school activities compared to the other two ethnicities.   
Pena (2008) examined teachers’ beliefs and experiences regarding Latino parental 
involvement and how their beliefs and experiences may influence their parental 
involvement experiences.  Pena interviewed 15 teachers from an urban school in 
California.  This school of over 300 students was chosen because it reported a high 
proportion of students that come from Latino families (86%).  The school had a recent 
administration change, which is radically different from the previous administration’s 
beliefs about parental involvement.  The study consisted of 15 interviews: 14 females, 
one male; 12 Caucasian, one African-American, and two Asian-Americans.  All grade 
levels within the school were represented in the interviews.  Teachers and administration 
were interviewed to identify further perceptions of parental involvement within the 
school.   
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 The interviews focused on three categories relating to parental involvement: 
teacher characteristics and practices; teachers’ beliefs, knowledge and experiences with 
parents; and school level factors relating to parents and support for parental involvement.  
These interviews were semi-structured interviews and all conducted at the school and 
lasted between 60-120 minutes.  Interview questions were developed by the principal 
investigator with support from her research team.  The interviews, observation notes, and 
additional documents were reread before organizing, abstracting, integrating, and 
synthesizing the information.  Data was classified into organizational themes and coded 
for further synthesis.  After completion, these themes and coded sections were developed 
into broader categories.   
 Pena reported that all the teachers indicated that parents should be involved, but 
the level of involvement desired differed between participants.  The majority of the 
participants indicated that parental involvement includes staying in contact with teachers, 
staying informed about school matters, and helping their children with homework.  
Parents and teachers can influence each other’s participation and communication through 
their own corresponding efforts.  Seven teachers indicated that if they showed the parents 
that they cared for their child, the parents were more responsive to them; and if parents 
were more communicative with teachers and demonstrated interest in their child’s 
schooling, the teachers were more likely to involve the parents.   
 Pena also reported that teachers wanted parents involved in constructive ways, but 
language constraints and parental comfort levels were barriers they confronted.  Ten of 
the teachers indicated that parents’ lack of knowledge and education were obstacles in 
supporting their children.  Teachers also indicated that parents were not giving their 
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children adequate support, and parents were not staying informed on school progress and 
school issues.  Parents were not responding to parent teacher conferences, not helping 
with homework, and failing to respond to teacher requests for collaborating in problem 
solving situations.     
Pena specified that organized parent-teacher interactions allowed for parents to 
learn about their child’s progress, other school matters, and socialization time for teachers 
and parents to learn about each other.  Teachers indicated that these opportunities were 
instrumental in future interactions with the parents.  Most often these opportunities must 
be supported by the school and district administration to allow for these types of parent 
and teacher interactions.     
Ryan, Casas, Kelly-Vance, Ryalls, and Nero (2010) conducted a study that 
investigated Latino and non-Latino views of their child’s success and the types of 
involvement.  Participants included 104 parents in the study.  All participants had 
children enrolled in a dual-language program located in a public school in Omaha, 
Nebraska. The dual-language program served children in kindergarten through fourth 
grade.  Participants completed a questionnaire asking parents to identify their perspective 
of social and academic success.  They were also asked to indicate how often each parent 
participates in each of the 16 involvement areas.  Additional language fluency and 
cultural orientation data was collected.   
The results indicated that Latino parents valued their child’s social and academic 
success more than the non-Latino parents.  The non-Latino parents valued social success 
more strongly than academic success.  The parents who identified themselves with 
stronger Latino orientation rated social and academic successes more strongly than the 
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non-Latino participants.  Both the Latino and non-Latino participants rated their 
involvement outside of school greater than their involvement within the school.    
Participants who identified themselves more with White American cultural orientation 
were more involved in their child’s education.  The researchers also reported that the 
parents’ cultural orientations predicted the child’s language fluency.   
Millets (2011) compared the perceptions of teachers of Hispanic students and 
Hispanic parents regarding the parental role of parents in education.  Of the participating 
252 Hispanic parents, their child was attending either 7
th
 or 8
th
 grade.  Sixty-five teachers 
were also included in the study and had at least one or more Hispanic children in each of 
their classes.  Five independent t-tests were utilized to identify the parental involvement 
perceptions between teachers and parents.   
 The results indicated that the parent and the teachers differed significantly with 
their perceptions of the parenting role in education.  The first scale measured how well 
the school engaged the parents in their child’s education.  No significance difference was 
found in this area.  Parents indicated with a positive rating they participated in parent-
teacher conferences; however, parents indicated the lowest response to volunteering in 
the school.  Teachers’ responses indicated that it was more difficult to provide parents 
with skill development within academic areas than to provide parents with parent-teacher 
conferences and general knowledge about their child in school.   
 Scale two measured the agreement and disagreement on statements about the 
school and the teachers.  The parents rated the school less favorably that the participating 
teachers; however, the areas scored most positively and negatively were the same for 
both groups. Both parents and the teachers perceived that the teachers cared about their 
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students, however, they provided the highest negative rating in overall school 
satisfaction.   
 Scale three measures family involvement.  The parents rated their involvement 
higher than the teachers rated the parents.  The parents perceived themselves as asking 
about student progress more favorably and less likely to volunteer in the classroom or 
school.  Teachers indicated that parents should instead focus on reviewing school work 
and ensuring school work is completed and less favorably on having parents visit the 
school. 
 The fourth scale asks participants to indicate if they agree or disagree if parents 
should engage in behaviors relative to their child and education.  Parents indicated that it 
is their responsibility that their child learn in school, but responded most negatively with 
showing their child how to use educational tools (dictionary, encyclopedia, etc.).  The 
teachers agree most positively that parents should value school work and agreed with the 
parents about the teachers’ need to show their child how to use educational tools.  
 The final scale asked participants to determine the extent parents are actually 
engaging in behaviors.  Parents indicated most favorably that they can help motivate their 
children, but indicated most negatively that they don’t know how to assist their children 
with homework.  Teachers agreed highest that parents can help motive their child, and 
they indicated that parents were less successful in actually getting through to their child.   
 Millets (2011) indicates that Hispanic parents and teachers with Hispanic children 
view the parenting role in education differently.  Teachers specify that parents should 
participate in educational activities with their children more frequently and parent should 
take more responsibility for the learning of the child; while parents indicate they are more 
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involved than the teachers perceive.  The generalization of this study is restricted because 
it only uses one ethnicity group.   
Currently, family variables may facilitate children’s academic achievement.  
These include family background, ethnicity, family structure, maternal employment, 
socioeconomic status, and gender.  There are no studies that examine the use of parental 
classes/instruction as an indicator for parental involvement or increased academic 
achievement for any parents or children.  Yet receiving parenting instruction is foremost 
in increasing parenting efficacy and promoting parental involvement in the home and 
school setting (Epstein, 2010; Iruka, 2005; Lucas, 2011).   
Types of Involvement 
 
 Marcon (1999) studied the relationship between four parental involvement types 
(parent-teacher conferences, home visits, extended class visits, and helping in class) and 
the child’s early academic achievement and development.  Children aged 4-years-old, 
from three cohorts totaling 708, participated in the study.  Participants were all from 
Washington DC and attended a variety of preschool programs (child initiated, 
academically focused, or both).  Participants were 51% female and 95% were African 
American, 4% Caucasian, and the remaining 1% was Hispanic, Native American or 
Asian.  Sixty-nine percent of the sample qualified for subsidized lunches, and 60% lived 
in a single parent home.   
 Data was provided by 62 teachers from 49 public schools and collected over a 
three year period.  Teachers scored each participating family for each type of 
involvement they participated in (parent-teacher conferences, home visits, extended class 
visits, and helping in class).   The Vineland Adapted Behavior Scales was used to 
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compare the development of children on four subscales: communication, daily living 
skills, socialization, and motor skills.  A third variable, the classroom performance scores 
were found using the school district’s Early Childhood Progress Report with mastery in 
various skill domains: mathematics/science, verbal, social, and physical development.  
Students completed the two assessments during the spring of each academic school year.  
 Marcon (1999) found that the amount of parental involvement varied between 
participants.  Parents who participated in three forms of involvement resulted in 29% of 
the families, there was no contact with 10% of the families, 27% participated in two 
forms, and 7% participated in all four.  A chi-square analysis was conducted to explore 
the demographic variables and parental involvement. Marcon indicated that there is no 
difference in parental participation based on gender of the child or how many parents 
were in the home.  There was no significant difference between families who qualified 
for subsidized lunches and affluent families.  However, parents involved in the Head 
Start program were more involved than the pre-kindergarten families.  Also, children who 
attended child-initiated programs were significantly more involved than academically 
based programs.   
 An analysis of covariance was conducted on gender, parental involvement, and 
Vineland scores.  Results from the ANCOVA indicate high parental involvement and 
development, and academic performance was more positive for males.  Active parental 
involvement (volunteering) is associated with more positive domain developments and in 
skill areas.  Greater skill mastery was found for children with higher parental 
involvement. 
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Bower and Griffin (2011) explored the use of the Epstein Model of Parental 
Involvement being utilized in a high-minority, high-poverty elementary school.  More 
specifically, they wanted to explore, with use of the Epstein Model within the school 
environment, why was parental involvement a continual struggle for the elementary 
school.   
The study took place at a small school located in an urban school district in the 
southwestern portion of the United States.  Participants included teachers, school 
administration, and two parental interviews.  Interviews and field notes were utilized in 
the data collection.  Data was transcribed; analyzed and common themes were identified.  
After the themes were identified, the transcripts were again evaluated to identify 
supporting content. 
Bower and Griffin (2011) identified three common themes from their interviews: 
strategies employed, frustration, and engagement.  Subgroups were also identified for 
each of the groups.  Strategies employed included communication and home learning 
activities.  Subgroups for frustration included lack of reciprocity and low attendance.  
Teachers indicated that they provided parents with weekly updates, translations for 
information, called parents, and conducted home visits. Home learning activities included 
providing activity packets, and presenting information to effectively implement activities 
in the home.  Although parents were provided with various communication means, 
teachers remained frustrated with the lack of return communication, especially with 
families the teachers wanted to make additional contact with.  Additionally, teachers 
discussed the frustration felt by parents who questioned their methodology (i.e., how 
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skills are taught).  The greatest frustration included lack of attendance and participation in 
activities.   
Implications from the study concluded that parental involvement strategies that 
better work with the population need to be developed and utilized.  Additionally, not all 
families can participate in education as defined by Epstein’s model.  The school should 
identify the needs of the families and what works for them; focusing on strengths and 
creating more effective parental involvement plans.   
Based on the previously reviewed literature, very few studies examine the 
involvement types utilized in schools and their effectiveness for the population.  Bower 
and Griffin (2011) indicate that efforts should be made to empower parents to be 
educational partners within the home, and traditional parental involvement strategies do 
not work for all populations.     
Parenting Education Programs 
 
McBride, Dyer, Liu, Brown, and Hong (2009) conducted a study to examine the 
direct and indirect effects of early parenting on later school involvement and academic 
achievement.  The subjects were taken from the first and second wave of data collection 
of the Child Development Supplement (CSD) of the longitudinal study, Panel Study of 
Income Dynamics (PSID).  The University of Michigan has been continually collecting 
data for more than 35 years for the PSID-CSD.  Only data from families with children 
between the ages of 2-5 years and not yet attending school were used.  Only White non-
Hispanic and Black families data were utilized; all other ethnicities had too small a 
sample.  A total of 390 children’s data were utilized for the study. 
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 Data from the first collection wave were compared to the second data wave in 
these five areas.  During the first collection, data were collected on early parenting: 
parent–child household-centered activities, parent-child child-centered activities, parent 
limit setting, responsibility, and affection.  During the second wave data were collected 
on parental involvement at school and school achievement: parental involvement at 
school (classroom volunteering, participation in formal conferences, informal 
conversations, participation in PTA or other organizations, meet with school counselor, 
formal meeting with building administration, and informal meeting with building 
administration), and student achievement.   
 Correlations using the complied data indicated, the fathers’ parent-child 
household activities showed an impact on later school involvement (p < .01); and later 
parental involvement was negatively related to student achievement (p < .01).  Fathers’ 
household-centered parent-child activities were unrelated to student achievement (p < 
.05).  Child-centered early parenting activities were found to significantly impact paternal 
school involvement (p < .001). Fathers who showed more affection to their children 
reported greater levels of paternal school involvement (p < .05) 
 The mothers’ parent-child household activities showed an impact on maternal 
school involvement (p < .05).  Unlike the results found for fathers, later maternal school 
involvement resulted in a positive relationship with student achievement (p < .05).  
Child-centered early parenting activities were significantly related to later maternal 
school involvement (p < .05).  Mothers’ expression of affection was not directly related 
to later maternal school involvement; however, maternal school involvement was directly 
related to student achievement p < .01). 
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 McBride et al. (2009) did indicate some limitations about the research.  The 
fathers’ included in the study were all residing in the home, because the number of 
fathers in the other categories was too low to be included in the study.  Only two ethnic 
groups were included White non-Hispanic and Black.  And the study only focused on 
four dimensions of parental school involvement: talking with the teacher, volunteering at 
the school, informal and formal communication with the school.  Additional limitations 
included the assessment of early parenting and the assessment of student achievement.   
 Mann, Pearl, and Behle (2004) evaluated the use of the Parenting Life Skills 
Center program with adolescent parents.  The study took place in a medium-sized 
Midwestern community.  Participants included 42 pregnant, already parenting 
adolescents, and adults who began parenting when they were an adolescent.  All 
participants were from economically disadvantaged households and presented weak 
academic skills.   
 The parents participated in parenting classes, and weekly support group meetings.  
The Parenting Life Skills program lasted over a nine-month period.  Participants 
completed pretests and posttests for two assessments, the Parent as a Teacher Inventory 
(PAAT) and the Adult-Adolescent Parenting Inventory (APPI).  The PAAT is a 50-item 
assessment that describes parents’ expectations for their child, interactions with their 
children, and their response to behaviors.  The APPI is a 32-item questionnaire that 
focuses on four subscales: expectations, parental empathy for child needs, parental value 
of physical punishment, and parent-child role reversal. 
 A comparison of mean pretest and posttest data indicated an improvement in six 
of the nine tested areas: creativity, control, play, teaching-learning, parental expectation, 
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and parental value of physical punishment.  The researchers noted that the six areas that 
showed improvement related to the content of the program, and the remaining three areas 
(frustration, parental empathy for child’s needs, and parent-child role reversal) are more 
psychological in nature.  Participation in every session was not mandatory, so gains were 
modest.  The researchers also pointed out the data collection were difficult for this 
population because of the various barriers placed on participants: homelessness, reading 
level, and social desirability.   
 Garcia (2006) conducted a study to determine Hispanic parents’ effectiveness as 
their child’s first teacher in home literacy activities and if the Home Instruction for 
Parents of Preschool Youngsters (HIPPY) program had a positive impact on Hispanic 
third graders.  Test data were collected when the HIPPY participants were in the third 
grade during the 2004-2005 school years.  Participants of both the treatment and control 
group attended an Irving Independent School District early childhood school for pre-k 
and was classified as an English language learner.  Both groups consisted of 35 
participants and completed the third grade during the 2004-2005 school years.  The 
treatment group however had participated in the HIPPY 4 and HIPPY 5 programs during 
2000-2001 school years.   
During the 2000-2001 school years, parents were provided with a home based 
program designed to assist families in providing in-home literacy activities.  The program 
is an early intervention provided to families with children between the ages of four and 
five.  The program provides educational enrichment for children and increases parental 
awareness in personal strengths and potential as their child’s first teacher.  The 30 week 
curriculum lessons are designed to develop language skills, problem solving, and sensory 
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and perceptual discrimination.  Home instructors role-play activities in the home with 
parents.  The parent then repeats the activity with their child after the instructor leaves.   
Garcia (2006), utilized the Texas mandated TAKS assessments and the 
TerraNova and TerraNova SUPERA, a nationally normed, highly reliable achievement 
test in determining the effectiveness of the intervention.  Data indicates that the 
intervention participants significantly outperformed the control group in the English and 
Spanish reading performance and gained mastery of the English language, and were 
ready to take the TAKS reading assessment in English than in the control group.  In the 
TAKS mathematical assessment, there was no statistical difference in performance 
between the two groups; however, more students had again gained significant English 
mastery to take the mathematics TAKS assessment in English.  The treatment group 
outperformed the control group in the remaining assessments.  The total composite scores 
for the reading, language, and mathematical assessments for the treatment group 
significantly outperformed the control group.  Garcia states that this study validates the 
HIPPY program and its positive impact for child’s school readiness.   
The generalization of this study is limited because the HIPPY program was 
designed specifically for the Hispanic population.  The results did not explore gender 
difference in achievement from participation in the program.   
Hadley (2007) conducted a study at two elementary schools, one with a formal 
parental involvement program and one without.  Parents and educators completed surveys 
which gathered information about the schools’ interactions with parents.  Interviews were 
conducted with administration to discuss involvement in parent-school interactions.  The 
school with no formal parenting program services 600 students in metropolitan Atlanta.  
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Eighty-one parents completed the survey.  The second school with a formal parenting 
program services 1,600 students in suburban Atlanta.  Twenty-four parents returned the 
surveys.     
In the school with no formal parental involvement program, when the educators 
were provided with the necessary information to plan and implement a parental 
involvement program, they were more motivated to establish a program.  Both the 
parents and teachers indicated that transportation, unawareness of programs, single parent 
household needs, and language barriers were all reasons why parents were not involved.  
However, the parents also indicated that they felt the teacher discouraged parent 
participation.  The teachers indicated that the parents did not understand their role in 
education.   
 In the school utilizing a formal program, the parents indicated that the Parent 
Teacher Volunteer Organization was a good resource for obtaining parental involvement.  
Both the parents and teachers agreed that transportation and job requirements affect the 
ability for parents to become more involved.   
 Mendez-Baldwin (2001) investigated the effects of parent participation in an 
education program workshop on parental attitudes and their perceived competence of a 
group of low-income parents with children enrolled in Head Start.  Twenty-two parents, 
predominantly African American (nine) and Hispanic (eight) families participated in the 
parenting workshops.  The three parenting workshops focused on communicating with 
your child, discipline and behavior management, and normal child development.  Each 
workshop lasted approximately 90 minutes.  Two sessions per day (am and pm sessions) 
were held for each of the topics.  Parents completed the pretests prior to the start of the 
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workshops.  The pretests were completed in a whole group setting, with the investigator 
reading the questions in order to eliminate low literacy level complications.  The 
Parenting Sense of Competency Scale was utilized to identify parent perceptions.  The 
Index of Parental Attitudes was utilized to monitor and evaluate the magnitude of a 
particular problem.  The third assessment was the Family Social Support Scale and 
measured the available social supports for the family.   A Preschool behavior checklist 
was also completed to identify children with emotional or behavioral problems.   
Mendez-Baldwin (2001) found the parenting workshops to be effective in 
improving parenting attitudes and parenting sense of competence.  The workshops were 
effective in improving parenting attitudes among participants. Family social support was 
significantly related to changes in parenting attitudes.  Mendez-Baldwin specifies that 
there is a positive relationship between parenting sense of competence and the perception 
of child behavior problems.  This study did have a small sample size, so generalizability 
of the study is limited. 
 Janz (1996) measured the effectiveness of the STAR Parenting Program.  Twenty 
parents each participated in the control group (6 fathers and 14 mothers) and the 
intervention group (5 fathers and 15 mothers).  Participants had children between the ages 
of one to five years.  Participants lived in the suburbs of a large metropolitan area and 
within the city.  Intervention participants attended four weeks of evening classes.  The 
classes totaled ten hours of Star Parenting Program instruction.  Each session included a 
summary of materials and reviewed the homework from the previous session, a 
presentation of new information and concepts, a discussion, and a summary of the new 
information.  Various instruments were used to gather information on parenting young 
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children: expectations, discipline, and nurturing; parent training effectiveness, behavior 
awareness scales, problem behavior rating scales, quality parenting behaviors, and STAR 
content knowledge.  Data was analyzed using an analysis of variance.   
 Janz (1996) presented that the STAR Parenting Program shows a significant 
treatment effect on discipline.  The experimental group decreased their scores from pre-
test to posttest, while the control group increased their scores indicating an increase in 
verbal and physical punishments.  There were no significant effects for expectations, 
nurturing, favorability, anxiety, behavior awareness, behavior awareness, quality of 
parenting behaviors, and the content knowledge.  Janz acknowledges the lack of 
significant finds may be a result of the instruments not adequately measuring the 
treatment effects and the timeframe for the intervention was shortened for participant 
convenience. 
 Wessel (2005) examined the impact of the Effective Black Parenting intervention 
with African American parents with children enrolled in preschool.  A total of 33 parents, 
with children enrolled in Head Start, from the urban Washington, DC area.  Families 
were purposely assigned to the groups.  The families participated in 8 sessions, reduced 
from 16.  Participants had to participate in 75% of the sessions and complete all the 
homework sessions.  Each session included a review of previously learned material, a 
presentation of new information, and homework.  Participants completed pretest and 
posttest assessments.   
 A series of t-tests revealed that there were no significant differences between the 
means for either group on the Parenting Dimensions Inventory on the pretest.  The 
intervention group showed mean increases in parenting practices: nurturance increased by 
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0.06, responsiveness by 0.17, consistency by 0.54, positive control by 0.30, family 
routines by 0.12, and showed a decrease in spanking by 1.03.  The comparison group 
decreased in four areas: nurturance decreased by -.06, responsiveness decreased by -.09, 
positive control decreased by -0.2, family routines decreased by -0.22, and spanking 
increased by 0.37.  In addition, they did increase their consistency mean by 0.22.  The t-
tests did not reveal significant statistical differences for nurturance, responsiveness, 
consistency, and family routines.  However, significant differences were revealed for 
positive control (t (62) = 2.62, p < 0.05).  A significant difference between the two 
groups and spanking was revealed (t (58) = -3.90, p <.001).   
 The researcher noted several implications for future research.  These include: (a) 
additional objective measures to look at variations in parenting, (b) larger groups and 
exposure to the interventions, (c) the impact of culturally appropriate parenting 
interventions, (d) to clarify the relationship between positive control and spanking, and 
(e) the impact of participation in the intervention program and child behavior outcomes.   
Parenting Education Programs as Specific Interventions 
 
Lakes, Vargas, Riggs, Schmidt, and Baird (2011) conducted a study that 
evaluated the Community University Initiative (CUIDAR) Community Parent Education 
(COPE) for the Development of Attention and Readiness.  The researchers focused on 
providing services prior to diagnosis.  The CUIDAR COPE classes include instruction on 
appropriate child development and positive parenting skills.   
Participants in the study were families with concerns about their children’s 
attention and behavior.  A total of 154 children and their families participated in the 
study.  The COPE parenting course includes ten weekly sessions.  Families completed 
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pre and post program evaluations.  Participants from two groups (completion and partial 
completion) were contacted and were asked to participate in a follow-up study.  Families 
who initially expressed interest, but did not participate, were contacted a year after the 
completion of the program and utilized as a comparison group.   
 Participants were asked to complete a demographic questionnaire and a self-report 
measure of parenting titled the Parenting Strategy Assessment.  Participants were asked 
to document the number of times they used each of the ten parenting strategies by 
selecting a response on a Likert-scale.  The ten strategies include: giving praise and 
positive attention, ignoring problem behavior, using behavior charts, giving time-outs, 
using physical punishment, taking away privileges, giving rewards, using transitional 
statements, using when-then statements, and planning ahead.  The Strengths and 
Difficulties Questionnaire was also completed.  This assessment focused on parents 
evaluating children’s behavior: emotional difficulties, conduct problems, 
hyperactivity/inattention, peer problems, and prosocial behaviors.  The follow up 
questionnaire was a five point Likert-scale that evaluated the degree to which participants 
rate certain factors (e.g., transportation, location, comfort level).  The initial intervention 
was tested using paired t-tests.  An ANCOVA was used to explore the relative 
effectiveness for the different ethnic groups with the Strengths and Difficulties 
Questionnaire pre and post assessments.   
 Eight of ten of the pre to post-interventions significantly changed and maintained 
during the follow-up intervention: praise/positive attention, ignoring problem behavior, 
using behavior charts, reducing physical punishment, rewarding positive behaviors, using 
transitional statements, using when-then statements, and planning ahead.  From pre to 
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follow-up there were significant differences in the use of behavior charts and transitional 
statements and planning ahead.  The pre to post-intervention differences by ethnicity 
indicated that Latino families had significantly better scores for emotional difficulties and 
conduct problems than Caucasians, and scored better in hyperactivity than African 
Americans.   
 The findings indicated positive increases in positive parenting behaviors for 
participants.  The researchers noted that future research should be conducted to increase 
the positive outcomes by addressing additional stressors.  Additionally, more research is 
needed to identify parenting behaviors that produce more positive child outcomes. 
 Based on the review of literature, the utilization of parental programs continues to 
be an integral piece for promoting parental involvement.  Among this literature, parent 
programs are created specifically for certain ethnic groups or as an intervention for a 
specific population.  Of the parental trainings included in this literature review, the 
strategies included: (a) review of previously learned materials, (b) presentation of new 
materials, (c) role playing, (d) discussions, (e) small group exercises, and (f) a summary 
of newly presented materials.  No parental involvement initiative training utilized all the 
components for developing a multicultural parent education program.  No program 
utilized a dual delivery system to accommodate for families with additional barriers that 
do not allow for involvement at the school level.  
Review of Literature Summary 
 
 Over the past few years, there has been a continued trend of providing parental 
education programs in an effort to increase actual and perceived efficacy and promote 
parental involvement.  However, Baker and Soden (1998) identified a void in the 
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literature related to parental involvement research.  They identified the inconsistent 
definition of parental involvement, non-objective measures of parental involvement, lack 
of isolation of parental involvement effects, and the inaccuracy of program evaluations.  
According to Lamb-Parker et al. (2001), most of the current parental involvement 
information is found in the elementary school literature, very little is related to early 
childhood education.  And after subsequent exploration into the literature, there remains a 
void of parental involvement literature for early childhood; hence, as the current literature 
search was broadened to include elementary education.   
 Additional literature voids remain.  These voids include: utilizing parent 
education involvement as an indicator for future parental involvement, the utilization of 
various parental involvement strategies congruently to provide skill and knowledge 
development for parents, the creation of a multicultural parent education program that 
utilizes the various recommendations for effective parental education programs, and  
developing a multicultural effective parent education program that utilizes various 
learning strategies throughout the trainings.   
 The current research involved the creation of a multicultural parental education 
program which utilized the various suggestions for creating an effective program.  These 
included: (a) creation of a home-school partnership between participants and school 
leaders Epstein, 2010), (b) native language translations and transcriptions of paperwork 
(De Gaetano, 2007; Mulligan, 2005), (c) family involvement beyond the classroom walls, 
(d) restructuring the school setting to meet the needs of families, (e) understanding the 
needs and opportunities of the potential participants (LaRocque et al., 2011; Van Velsor 
& Orozco, 2007), (f) participants should assist in the creation/inclusion of the topics 
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(Baker & Soden, 1998; De Gaetano, 2007; Van Velsor & Orozco), (g) hands on learning 
activities for the participants (Kerr, 2005) (h) creation of open communication 
opportunities for the participants and session leaders to share their experiences and 
information with others in the group (Kerr), and (i) provide a group setting to build and 
maintain a support network which can be utilized during the program (Janz, 1996; Kerr).   
 Early childhood education programs can offer a variety of resources to families 
using parenting and adult education classes, as both types provide knowledge, skills, and 
social networking opportunities (Halgunseth, Peterson, Stark, & Moodie, 2009).  
Halgunseth et al., recommends that parenting education should include strategies for 
parents to enhance their relationship with their children and provide techniques that 
promote learning.  These classes may directly and indirectly affect children and their 
potential, as participation potentially improves their childrearing abilities (Cochran, 
2007).   
A focus to meet the void in the current literature was applied.  The current study 
utilized the widely accepted definition of parental involvement as provided by Epstein 
(2010) that focuses on six different areas.  The areas of involvement directly utilized by 
this study include: parenting, communicating, volunteering, and learning at home.  An 
additional negated area in the research was with evaluating the influences of the content 
and the program presenter (Baker & Soden, 1998); the current research meets this void.   
Finally, an effort to explore the various involvement patterns was included.  Baker & 
Soden discuss the need for different types of parental involvement, the importance of the 
involvement at different points in the life of the student, and the complexity of the 
different types of involvement.  Again, this void is discussed by Halgunseth et al., (2009), 
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who indicated that parent programs must be respectful of cultures, ethnicity, and ideals of 
the families being served.  A look beyond the preconceived beliefs of teachers, 
administrators, and policymakers is required.   
Finally, this research will assist future practitioners in developing a 
comprehensive understanding of the benefits and effective practices for parental 
involvement (Patrikakou, 2008).  By providing a multicultural parenting program, 
educators will have the ability to meet the needs of all families in their classrooms and 
promote immediate and future benefits for the students in their schools.   
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  CHAPTER 3 
METHODOLOGY 
 
 Parents are consumed with everyday barriers that may inhibit their ability to 
actively participate in schools; and parents not native to the United States have additional 
barriers including differing cultural beliefs regarding education, (LaRocque et al., 2011) 
and extensive language obstacles (Domina, 2005; LaRocque et al.; Mulligan, 2005).  
Providing parental trainings and parenting instruction may be one method to improve 
family interactions and relationships while decreasing parenting stresses, and increasing 
the effectiveness and productivity of the family, improving the family relationships and 
cohesiveness, and its ability to cope with the additional barriers these families are 
experiencing (Janz, 1996; Rogers Wiese, 1992).  If parents are provided with 
generalizable positive parenting rules, parents will influence their child’s development 
and behavior in positive ways (Lucas, 2011).   
Rogers Wiese (1992) suggested that parenting programs should provide parents 
with strategies for managing challenging behaviors, developing expectations, reducing 
parenting stress, and improving learning opportunities in the home.  Additionally, 
programs designed for multicultural families should provide instruction for 
developmentally appropriate methods of discipline (Jacobson, Huffman, & Rositas, 
1997), inform parents on common current school beliefs (Colombo, 2004; Van Velsor & 
Orozco, 2007), focus on current family concerns (De Gaetano, 2007), and utilize native 
language translations during sessions (De Gaetano; Mulligan, 2005).  No research has 
directly explored the potential of providing multicultural parents with parenting skills 
68 
 
while examining the various delivery methods used for disseminating parenting skills to 
parents.   
The Positive Parenting intervention program was created specifically to meet the 
immediate needs and concerns of parents currently participating in the Title 1 preschool 
program located in an urban school district in the Southwestern United States.  It has 
been suggested that when developing programs for multicultural families, participants 
should assist in the creation and/or inclusion of the topics to be implemented during the 
parent trainings (De Gaetano, 2007; Van Velsor & Orozco).  All families have diverse 
needs, and require different learning opportunities (De Gaetano, 2007; Kerr, 2005; 
Kreider & Lopez, 1999; LaRocque, Kleiman, & Darling, 2011).  The Positive Parenting 
program was created utilizing suggestions provided by preschool parents previously and 
currently enrolled in the Title 1 preschool program at the school.  Three years of informal 
data had been collected by the preschool teachers at the school.  Data were collected 
during parent-teacher conferences and during conversations with parents about potential 
parent learning workshops.  Data were analyzed and common themes were identified.  
The topics provided by parents included: appropriate expectations, managing behaviors, 
how to talk with young children, creating routines, homework and school expectations, 
and how to deal with family stress.  The topics utilized to create the Positive Parenting 
intervention program were taken directly from the parent-teacher generated list.      
The purpose of this study was to provide a parenting program, Positive Parenting, 
designed specifically for culturally and economically diverse families with children 
attending a Title 1 program and explore their perceived self-efficacy after completing the 
program.  This study also investigated the participants’ perceived effectiveness of the 
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intervention program, the efficacy of the two delivery methods for disseminating 
parenting skills to participants, and which delivery method provided participants with the 
greatest knowledge acquisition. Providing participants of a parenting program with 
diverse delivery methodologies may provide insight to improving parental involvement 
for all families; especially for families with diverse cultural backgrounds, and for families 
who do not understand the current educational expectations.   
Participants of the current study completed the Parental Efficacy Subscale 
(Johnston & Marsh, 1989) and the parent questionnaire prior to implementation of the 
interventions.  Two methods of information delivery were utilized: IPES and ICN.  Eight 
IPES were created to meet the needs of a specific school’s Title 1 preschool population.  
The topics used to create the Positive Parenting intervention sessions were provided by 
families previously and currently enrolled in the Title 1 preschool.  In addition, eight ICN 
were created utilizing the same topics and activities.    
The IPES treatment group received four group interventions per month provided 
by the researcher on Friday mornings for approximately one hour.  In the selected district, 
there is no preschool on Fridays, Fridays are utilized for parental involvement activities.  
During each session, a new focus skill(s) was introduced and discussed, personal growth 
activities were facilitated, and participants had the opportunity to ask questions about the 
current topics and any previously discussed topics. Participants were asked to complete 
the Parenting Education Session Evaluation (PASE) after receiving each intervention 
session. 
The ICN group participants received a newsletter with the same materials on 
Thursday at dismissal.  ICN participants received the information prior to the IPES 
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group, because the selected school district does not have preschool on Fridays; Fridays 
are used for parental involvement activities.  The newsletters included the current focus 
topic and related information, a personal growth activity, and various communication 
methods by which the participant could contact the researcher to answer any additional 
questions the participant may have had about the materials. Participants were asked to 
complete the Parenting Education Session Evaluation (PASE) after receiving each 
intervention newsletter. 
The Parental Efficacy Subscale (Johnston & Marsh, 1989) and the Parenting 
Education Program Evaluation (PEPE) were completed by participants during the final 
IPES, and provided to the ICN intervention participants with the final newsletter.  The 
comparison group also received the posttest on the same day as the ICN group.  
Participants were asked to return the assessment the week following the conclusion of the 
IPES. 
Research Questions 
 
The purpose of study was to provide a parenting program, Positive Parenting, 
designed specifically by the researcher for culturally and economically diverse families 
with children attending a Title 1 program and explore their perceived self-efficacy after 
completing the program.  The proposed study also investigated the participants’ 
perceived effectiveness of the intervention program, the efficacy of the two delivery 
methods for disseminating parenting skills to participants, and which delivery method 
provided participants with the greatest knowledge acquisition. There were four research 
questions explored in the current study: 
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 Research Question 1: Did the Interactive Parenting Education Sessions 
improve the participant’s perception of parenting knowledge skills when 
compared to the Informative Communication Newsletters and the 
comparison group? 
It was predicted that the Interactive Parenting Education Sessions intervention group 
will result in an increased acquisition of positive parenting skills when compared to the 
Informative Communication Newsletters intervention group and the comparison group.   
 Research Question 2: Did the Interactive Parenting Education Session and 
the Informative Communication Newsletters prove successful in 
increasing positive parenting perceptions?   
 It was predicted that the Interactive Parenting Education Sessions intervention 
group will result in increased parent self-efficacy when compared to the Informative 
Communication Newsletters intervention group.   
 Research Question 3: Did the participants in the Interactive Parenting 
Education Sessions show an increased overall approval rating in 
comparison to the Informative Communication Newsletter group? 
 It was predicted that the individuals participating in the Interactive Parenting 
Education Sessions intervention will show greater program approval ratings than 
individuals who participated in the Informative Communication Newsletter intervention. 
 Research Question 4: Did the participants in the Interactive Parenting 
Education Sessions and the Informative Communication Newsletter show 
an increased trend of growth? 
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 It was predicted that the individuals participating in the Interactive Parenting 
Education Sessions interventions and the Informative Communication Newsletter 
interventions will show an increased trend of growth  
Participants 
 
Parents 
 The sample population for this study included parents or guardians who have 
children attending a Title1 half-day preschool program in a large urban school district in 
the Southwestern United States.  Participants were selected from six preschool half-day 
programs, facilitated in three different classrooms, all located within one school. A total 
of 91 families were enrolled at the participating Title 1 School for the entire duration of 
this study.  Children enrolled in the preschool program have not been previously 
diagnosed with any developmental, emotional, or behavioral disorders.  Participation for 
this study was randomly assigned, with the opportunity for participants to request a group 
change.   
Recruitment meeting.  The parents enrolled at the school were informed of the 
current study during a Wednesday parental involvement activity (see Appendix A).  The 
researcher provided a brief 30-minute overview of the Positive Parenting intervention 
and what the research will help identify.  The researcher introduced and provided a brief 
summary of self prior to discussing the Positive Parenting program.  The researcher 
discussed the creation of the intervention program: informal data collected over the last 
three years, solutions to various barriers (i.e., inflexible work schedules, communication, 
child care, transportation, lacking skill confidence, awareness), and explained the two 
delivery methods for the Positive Parenting intervention (IPES or ICN).  The eight 
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session topics were introduced with a brief description of what parents would learn 
during each session.  Parents were informed about the three participating groups and how 
the random sampling will be completed.  Once parents were informed of the group they 
were assigned to, they had the opportunity to request a group change with the researcher.  
Finally, parents were informed of the purpose of the research.  Parents had the 
opportunity to ask any unanswered questions to the researcher after the presentation.  The 
session was translated to meet the need of the parents in the participating school.  At the 
completion of this information session, parents were provided with consent forms and 
asked to complete the form prior to leaving.  They were informed that in order to 
participate, they would need to complete the consent forms.  They were also informed 
that if they needed to think over participation, the forms would be collected during the 
following week. 
 Group selection.  Participants for each of the groups were selected using the 
school districts generated class lists from the three classrooms.  The classroom teachers 
were organized alphabetically by last name and the two class lists for that teacher were 
placed in am/pm order.  Beginning alphabetically, the researcher highlighted the student 
names in a colored pattern (i.e., red, yellow, blue, and red, yellow, blue).  This pattern 
was followed until all the students were highlighted.  Each of the three participation 
groups were placed on a sheet of paper and placed in a concealed container.  The first 
group name pulled was used for the red highlighted families, the second for the yellow 
highlighted families, and finally the remaining group will be the blue families.   
 Interactive Parenting Education Sessions participants.  The parents or guardians 
randomly selected to be a part of the IPES intervention sessions, received a letter 
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informing parents of their selected group (see Appendix B).  The Information in the cover 
letter included the program purpose and an overview of the focus topics and meeting 
dates and times.  All of the participants met the following criteria to participate: 
1. The parents/ guardians had a child currently attending a Title 1 preschool 
program. 
2. The parents/ guardians committed to attend all parenting sessions during the three 
month intervention phase, each session lasting approximately one hour. 
3. The parents/ guardians were willing to complete pretest and posttest 
questionnaires.   
4. The parents/ guardians signed and returned the consent form to the researcher. 
 Parents unable to meet these requirements or those who preferred a different 
participation group were referred to the researcher, and placed in their selected 
participation group.  
A total of 31 families were randomly selected to participate in the IPES group.  
After being informed of the random grouping, 23 families slotted for the IPES agreed or 
did not indicate they wanted to be moved, 9 families requested a change from the ICN to 
the IPES group, and 12 families requested a change from the comparison group to the 
IPES group.  A total of 16 families were removed from the study; either they did not 
complete all the sessions (6 families) or they did not attend any sessions (10 families). 
A total of 28 families participated in all eight IPES.  Table 1 displays a detailed 
summary of the demographics for the IPES group.   
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Table 1 
Demographic Information 
Demographics IPES 
(n=28) 
ICN 
(n=23) 
Comparison 
(n=20) 
Relationship  19 17 
     Mother 21 3 3 
     Father 6 0 0 
     Grandmother 1 1 0 
     Sister    
Ethnicity    
     Asian 0 0 1 
     Hispanic 20 18 14 
     Black Non-Hispanic 4 3 3 
     White Non-Hispanic 4 2 2 
Age    
     Less than 20 1 0 4 
     21-35 16 17 14 
     36-45 10 6 2 
     46 + 1 0 0 
Education    
     No high school 7 2 0 
     Some high school 6 3 3 
     High school 11 10 10 
     Some College 7 8 6 
     Undergraduate degree 1 0 0 
     Graduate degree 0 0 1 
Marital Status    
     Single 7 8 8 
     Married 18 14 9 
    Divorced/separated 3 1 3 
Employment    
     Not employed 18 13 8 
     Part time 5 3 4 
     Full time 5 7 8 
Gross Family Income    
     <$22,050 19 16 12 
     $22,051-$32,000 5 5 6 
     $32,001-$45,000 2 1 1 
     $45,001-$55,000 1 0 1 
     $55,001 + 1 1 0 
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Informative Communication Newsletters participants.  The parents or guardians 
randomly selected in participating in ICN group were provided with program specifics 
prior to the start of the interactive parenting sessions through an informative cover letter 
(see Appendix B).  The Information in the cover letter included the program purpose, and 
topics for each newsletter they received.  All of the participants met the following criteria 
in order to participate:  
1. The parents/ guardians had a child currently attending a Title 1 preschool 
program. 
2. The parents/ guardians agreed to read the newsletters. 
3. The parents/ guardians were willing to complete pretest and posttest 
questionnaires.  
4. The parents/ guardians signed and returned the consent form to the researcher.   
Parents unable to meet these requirements or those who preferred a different 
participation group were referred to the researcher, and placed in their chosen 
participation group. 
A total of 31 families were randomly selected to participate in the ICN group.  
After being informed of the random grouping, 21 families slotted for the ICN agreed or 
did not request to change groups, 1 family requested a change from the IPES to the ICN 
group, and 4 families requested a change from the comparison group to the ICN group.  
During the data collection, one family left the program.  A total of 23 families 
participated in receiving all eight ICN.  Two families were removed from the study 
because they did not complete any (one family) or all of the assessments (one family).  
Table 1 displays a detailed summary of the demographics for the ICN group. 
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Comparison group.  A total of 31 families were randomly selected to participate in the 
comparison group.  After being informed of the random grouping, 17 families slotted for 
the comparison group remained, 1 family requested a change from the ICN to the 
comparison group, and 3 families requested a change from the IPES to the comparison 
group.  During the data collection, one family left the program.  A total of 20 families 
participated in the comparison group.  Table 1 displays a detailed summary of the 
demographics for the comparison group.  
Setting 
 
 This study was conducted in a Title 1 elementary school located in an urban 
school district in the Southwestern United States.  The elementary school serves children 
in preschool through grade five and accommodates both general education and special 
education programs.  The preschool programs have been located on this campus since 
2003.  The preschool program is a federally funded half- day Title 1 program.  Students 
attend the preschool program for two-and-a-half hours Monday through Thursday.  There 
is no preschool on Fridays, Fridays are utilized for parental involvement activities.  
Students are provided with a free meal; breakfast for the morning session and lunch for 
the afternoon session.   
Preschool teachers are required to hold an undergraduate degree and have an early 
childhood education endorsement.  The teachers must also be classified as highly a 
qualified teacher as defined in No Child Left Behind.  In addition, each classroom has a 
family assistant who must have acquired at least 60 university credits or must pass a 
paraprofessional assessment exam as provided by the district.   
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Interactive Parenting Education Sessions 
The individuals participating in the IPES met as a whole group in a room utilized 
for family education.  The classroom included chairs, tables, a computer, and a 
presentation screen.  The IPES treatment group received four group interventions per 
month on Friday mornings for approximately one hour, for a total of eight sessions.  
Participants sat in a semi-circle facing the front of the classroom room and the researcher.  
The researcher had access to an amplification system to assist in information delivery.  
The IPES information was translated intermittently in Spanish throughout the sessions by 
a trained IEPS translator. 
 Informative Communication 
 The informative communication handouts were provided to the participants on the 
Thursday prior to the IPES session.  Parents or guardians were required to sign their 
preschool child in prior to the start of the school day and at the conclusion of the school 
day, so teachers and classroom assistants have daily contact with the family.   The 
researcher created the newsletter envelopes and provided them to the classroom teachers 
before dismissal on Thursdays.  Each newsletter was placed in an envelope with the 
student’s name, and was given to the classroom teacher to be distributed to the parents 
during dismissal.  The researcher was unable to present envelopes to all families because 
dismissal of the three programs was in three different locations on the school’s campus.  
The classroom teacher or classroom assistant handed the newsletter to the participating 
family member.  In case of an absence, the participant received the newsletter when the 
student returns to school.    
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Instrumentation 
 Pre and post intervention data were collected for this study.  All participants 
completed the Parental Efficacy Subscale (Johnston & Marsh, 1989; see Appendix C), a 
parent questionnaire (see Appendix D), Parenting Education Session Evaluation (PESE; 
see Appendix E), and a Parenting Education Program Evaluation (PEPE; see Appendix 
F).   In addition, a Fidelity of Parental Education Sessions Instruction Questionnaire (see 
Appendix G), and Fidelity of Informative Newsletter Questionnaire (see Appendix H) 
were completed for each session and newsletter. 
The parent questionnaire, session evaluation, and program evaluation were 
created in English.  The questionnaire and evaluations were translated into Spanish and 
again back into English.  Any discrepancies in translation were discussed with the 
researcher.  This dual-translation method has been used in cross-cultural research to 
maximize the cultural equivalency of the measures (Van deVijver & Hambleton, 1996). 
Parental Efficacy Subscale 
The Parental Efficacy Subscale (see Appendix C) was adapted by Johnston and 
Marsh in 1989 from the Parenting Sense of Competence Scale (Gibaud-Wallston & 
Wandersman, 1978).  The Parenting Sense of Competence Scale is the most commonly 
used tool for examining parental self-efficacy (Jones & Prinz, 2005).  The Parental 
Efficacy Subscale (Gibaud-Wallston & Wandersman) is a measurement tool used for 
measuring parenting satisfaction for older children, ages four to nine years old.     
The Parental Efficacy Subscale is a 9-item, 6-point Likert scale questionnaire 
which asks participants to indicate their perceived level of affective dimensions of 
parenting including feelings of frustration, anxiety, and/or poor motivation for the role of 
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parent. Parents indicated their degree of agreement by circling a number between 1 
(strongly disagree) and 6 (strongly agree) for each item.  The complete total score for the 
Parental Efficacy Subscale is 54; per Gibaud-Wallston & Wandersman (1978) higher 
scores indicated greater parental efficacy and satisfaction.  It is anticipated that the 
Parental Efficacy Subscale should not take more than 5-10 minutes for completion. 
Data was collected during the first IPES session and included with the first ICN 
distribution.  Post-test data was collected during the final IPES, and presented to the ICN 
and comparison group on the Thursday before the final IPES session and requested to be 
returned the following week.  Prior to starting the intervention, the Parental Efficacy 
Subscale was translated into Spanish and again into English.  The instrument was not 
otherwise altered.   
Parent Questionnaire 
 A parent questionnaire (see Appendix D) was used to provide the demographic 
information necessary to gain a more comprehensive understanding of the study sample.  
The questionnaire obtained information regarding the participant’s family income level, 
ethnicity, age, education level, marital status, and employment status.  It was anticipated 
that the demographic survey should not take more than 5-10 minutes for completion. 
Parenting Education Session Evaluations 
 The Parenting Education Session Evaluation (PESE; see Appendix E) was created 
by the researcher to evaluate the eight individual sessions.   The PESE was a 3-item, 6-
point Likert scale assessment that explores the participants overall feelings about the 
Positive Parenting session. The areas explored include: presentation method for 
disseminating information, likelihood the participant will utilize the strategy, and 
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relevance of the topic to the participant’s everyday living. Parents indicated their degree 
of agreement by circling a number between 1 (strongly dissatisfied) and 6 (strongly 
satisfied) for each item.  The completed score for the PESE was 18; higher scores 
indicated greater parental satisfaction of the Positive Parenting session.  It was 
anticipated that the Parental Efficacy Subscale should not take more than 7 minutes for 
completion. 
Parenting Education Program Evaluation  
 The Parenting Education Program Evaluation (PEPE; see Appendix F) was 
created by the researcher to evaluate the perceived effectiveness and participant 
satisfaction of the Positive Parenting program.  The PEPE was a 5-item, 6-point Likert-
scale assessment which explored the overall satisfaction with topic choice, behavior 
change due to participation in program, increased understanding of their child 
development and appropriate expectations, effects of the program, and overall knowledge 
acquisition as perceived by the participant.  Parents indicated their degree of agreement 
by circling a number between 1 (strongly disagree) and 6 (strongly agree) for each item.  
The complete score for the PESE is 30; higher scores indicate greater parental 
satisfaction of the Positive Parenting program.  It was anticipated that the Parental 
Efficacy Subscale should not take more than 10 minutes for completion. 
Fidelity of Parental Education Sessions Instruction Questionnaires 
Fidelity of Parental Education Sessions Instruction Questionnaires (see Appendix 
G) were developed for each IPES.   Both fidelity checkers were present during each of 
the IPES.  During each session, fidelity checkers completed the fidelity checklist to 
ensure the required information for each session was presented.  Questionnaires were 
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collected at the conclusion of each interactive session, for a total of eight questionnaires.  
The checkers had an instructional training session on completing the Parental Education 
Sessions Instruction Questionnaires; lasting approximately 20 minutes during the 
implementation of phase one.   
Fidelity of Informative Communication Newsletter Questionnaires  
Fidelity of the Informative Communication Newsletter Questionnaires (see 
Appendix H) was developed for each of the ICN’s.   Both fidelity checkers received the 
informative newsletters, along with a fidelity checklist (see Appendix H).  The checkers 
were requested to complete the fidelity checklist after reading the newsletter to ensure the 
required information was presented in each newsletter.  The checkers had an instructional 
training session on completing the Informative Newsletter Questionnaires lasting 
approximately 20 minutes during the implementation of phase one.   
Materials 
 
The topics for each interactive session and newsletter were created for this school 
based on needs expressed by families to the teachers.  Informal parent data were recorded 
and assembled from the previous three years and the current school year.  The data were 
continuously kept to assist the teachers in creating parent workshops that would benefit 
families in the community.  The researcher reviewed with the classroom teachers 
common topics that were continually discussed during parent-teacher conferences.  A 
total of six topics were decided upon based on their relevance to the families in the 
current school: developmental milestones, communication, developing schedules, 
behaviors, stress management, and expectations of home and school.   
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  The IPES and ICN were developed utilizing multicultural program development 
suggestions including, educating parents in the teaching and learning process (De 
Gaetano, 2007), building home and school partnerships (Epstein, 2010), bridging the 
language gap (Cassity & Harris, 2000; Mulligan, 2005), facilitation of the program in 
group settings (Kerr, 2005) to create social networks (Janz, 1996), restructuring the 
typical meeting time (Kerr) and informing participants of current educational beliefs 
(Colombo, 2004; Van Velsor & Orozco, 2007).  Session outlines were created for each of 
the eight topics (See Appendix I).   
Interactive Parenting Education Sessions 
 There were seven themes that were explored during the eight weeks of IPES.  
Topics were chosen from a review of informal parent assessments and discussions with 
the classroom teachers about the areas of concern the parents were articulating during 
parent-teacher conferences and during conversations with classroom teachers.  These 
eight sessions focused on: an introduction to the program; development milestones; 
talking, building and maintaining positive parenting relationships with children; 
developing schedules, rules, and routines; understanding behaviors; developing 
expectations of home and school, dealing with stress and developing support systems, 
and discussing how the program can been utilized in the home.  Each parenting education 
session included an introduction to new information and essential concepts related to the 
topic, a personal growth activity, and an open forum for participants to ask questions 
directly to the researcher or other participants of the sessions.  All information was 
presented utilizing a computer and presentation program.  Both English and Spanish 
information was included on each slide.   
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  All verbal communication during each IPES was translated intermittently in 
Spanish throughout the sessions.  It was decided to translate the information in Spanish 
during the English presentation to ensure all participants were provided with ample 
opportunities to create and build relationships during the sessions. 
Informative Communication 
 The ICN was presented to parents three times a month, for a total of eight 
newsletters.  The topics for the newsletters were the same topics as the IPES.  These 
topics were decided by a review of informal parent assessments and discussions with the 
classroom teachers about the areas of concern the parents were articulating during parent-
teacher conferences and during everyday conversation.  The eight newsletter topics were:  
an introduction to the program; developmental milestones; talking, building and 
maintaining positive parenting relationships with children;  developing schedules, rules, 
and routines; understanding behaviors; developing expectations of home and school, 
dealing with stress and developing support systems, and discussing how the program can 
been utilized in the home.  The newsletters provided parents with the same topics and 
relevant information as provided in the IPES.  In addition to the information and essential 
concepts, the newsletters included a personal growth activity.  Every newsletter included 
the researcher’s name, daytime telephone number, and email address to assist the 
participant with any questions or clarifications of the topic.   The newsletters were also 
translated into Spanish and provided to those participants who requested materials written 
in Spanish.   
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Trainings 
 
Translator 
 The translator currently works in the school district which the study is currently 
taking place.  The translator is frequently used in the school for translating and 
interpreting purposes.  The translator has a bachelor’s degree in education and has taught 
elementary school.  The same individual translated both documents and provided the 
simultaneous translations during the presentations.   
 Training one.  The translator received training on the Parental Efficacy Subscale 
(Johnston & Marsh, 1989) the parent questionnaire, and the Parenting Education Program 
Evaluation (PEPE). This training session took approximately 30-minutes.  The training 
began with a brief overview of the assessments and a discussion about each assessment 
and why it was chosen for use in this study.   Next the assessments were provided to the 
translator.  Together the investigator and translator reviewed the directions and discussed 
each of the questions on the Parental Efficacy Subscale.  The translator was instructed in 
how to administer the Parental Efficacy Subscale.  The translator had the opportunity to 
ask the researcher about any questions relating to individual test items or administration 
of the assessments.   The same format of reviewing the directions and individual 
questions was followed for the parent questionnaire, the PESE, and the PEPE.   
 At the conclusion of this training, the translator took the assessments and 
translated them into Spanish and back into English to ensure correct translation.   The 
translated assessments for the Parental Efficacy Subscale, parent questionnaire, and PEPE 
were completed prior to the second scheduled training.   
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 Trainings two and three.  The next two training sessions focused on the eight 
topics of the interactive parenting sessions.  During the first training, the researcher 
presented the introduction; developmental milestones; communication; and schedules, 
routines and family expectations.  The second session focused on the final four sessions: 
behaviors, expectations of home and school, stress management and building support 
systems, and review and utilization of the strategies.   The translator had the opportunity 
to hear the full session presentations and ask any questions related to the materials 
presented.  Each of these sessions lasted approximately 60 minutes each.  The translator 
received a copy of the interactive parenting education sessions as they will be presented 
to the participants.  The researcher will present each IPES intervention to the translator 
following the same format that was used to for the sessions: presentation of new 
information, personal growth activities, and group discussions.   
Training four. This session was utilized to review all presentation materials and 
answer any additional questions the translator had about the content of each of the 
sessions.  Any questions related to the translation and back translation was answered 
during these sessions.  At the conclusion of these trainings, the translator took the English 
presentation and translated the information on the slides into Spanish.   
Training five.  This training session was used to present the eight newsletters.  
First, each newsletter was presented to translator by the researcher.  Starting with Positive 
Parenting newsletter 1, the newsletters were read independently.  The researcher had the 
opportunity to explain in further detail any of the information requested by the translator.  
The newsletters were presented systematically until all eight newsletters were read, 
87 
 
explained, and all questions were answered.  At the conclusion of the fifth training, the 
translator took the English newsletters and translated each newsletter into Spanish.   
Fidelity of Treatment 
 Two Title 1 preschool classroom teachers located in the building served as the 
fidelity checkers for both the IPES and the ICN.  Both teachers have masters degrees in 
an education related field and hold a highly qualified teacher status.   Both teachers have 
been working in the preschool setting for over eight years.   
 Training one.  The fidelity of instruction checkers received a 20 minute training 
related to completing the Parental Education Sessions Instruction Questionnaires.  The 
checker was presented with the questionnaire that was used for the IPES.  The checkers 
had the opportunity to ask questions related to the delivery of information and completion 
of the questionnaire. After answering any questions related to the content or completion 
of the questionnaire, they were instructed on how to score the questionnaires.  An 
unrelated presentation was made that utilized the same questionnaire format and scoring 
as the IPES, as a guided practice opportunity.   
Training two.  The fidelity of instruction checkers received a 20-minute training 
on completing the Informative Communication Newsletter questionnaires.  The checkers 
were presented with the questionnaire that was used for the ICN.  The checkers had the 
opportunity to ask questions related to the delivery of information and completion of the 
questionnaire.  After answering any questions related to the content or completion of the 
questionnaire, the checkers were instructed on how to score the questionnaires.  The 
checkers read an unrelated newsletter that utilized the same questionnaire and scoring as 
the ICN as a guided practice opportunity.   
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Design and Procedures 
 
 The program consisted of two phases.  Phase one included program preparation, 
research approval, trainings, and consent. Phase two was the implementation of the 
intervention.  The intervention phase was scheduled to be conducted over a three month 
time period.  Both the IPES and the ICN were completed during this time.   
Phase One: Program Preparation, Research Approval, Trainings, and Consent 
 Program preparation.  The individual session topics and outlines were created 
(see Appendix I); these sessions include; an introduction to the program and topic 
presentations; developmental milestones; talking, building and maintaining positive 
parenting relationships with children; developing schedules, rules, and routines; 
understanding behaviors; developing expectations of home and school, dealing with 
stress and developing support systems, and discussing how the program can been utilized 
in the home.  The IPES presentations were created from the master outline (see Appendix 
J).  All sessions included an introduction to new information and essential concepts 
related to the topic, a personal growth activity, and an open forum where participants 
were encouraged to discuss their own experiences and ask further questions from the 
researcher or participants in the session.  For all sessions, after the initial introduction, 
each session began with an open forum and a review of the previously presented material.        
 Utilizing the same outline (See Appendix I) as the IPES, the eight individual 
newsletters were created (see Appendix K).  These handouts included the new topic and 
significant information, a personal growth activity, and contact information to access the 
researcher.   A phone number and an email address were provided to the participants in 
case additional information was required beyond the information presented in the 
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newsletter.  In addition to the program preparations, the fidelity of Parental Education 
Sessions Instruction Questionnaires and Informative Newsletter Questionnaires were 
created.   
Research approval. Approval to conduct the research was acquired from the 
school administration prior to obtaining additional permission (see Appendix L).  
Approval to conduct the research was acquired from the university institutional review 
board (see Appendix N), and the school district (see Appendix M) prior to 
implementation.  After approval was obtained, a recruitment meeting was conducted 
during a required parental involvement activity in the school (see Appendix A).  
 Trainings.  During this time, the translator participated in session trainings.  The 
first training session prepared the translator to understand and complete the Parental 
Efficacy Subscale (Johnston and Marsh, 1989), the parent questionnaire, and the PEPE.  
The translator and researcher reviewed the assessments, discussed each item, and 
reviewed examples for each item.  The training took approximately 30 minutes.  The 
second and third trainings were related specifically to the content of the interactive 
parenting education sessions and the informative communication handouts.  Each of these 
sessions lasted approximately one hour.  The translator presented the information for 
each session/newsletter and had the opportunity to ask questions to clarify content.  
During the fourth training, the translator and the researcher ensured that the content was 
correctly translated then answered any remaining questions.   The fifth and final training 
was utilized for the researcher to present the newsletters and answer any questions related 
to the content and translation of the materials.  All trainings with the translator were 
completed at a mutually agreed upon place and time as decided by the translator. 
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 Two 20-minute trainings were held for the fidelity of session raters and 
informative communication raters.  These trainings included learning about the forms, 
rating the sessions, scoring the forms, and a guided trial experience.  These trainings were 
completed at a mutually agreeable place and time as decided upon by the two raters. 
Program interest and consent. The parents enrolled at the participating school 
were informed of the proposed study during a Wednesday parental involvement activity 
(see Appendix A).  The researcher provided a brief 30-minute overview of the Positive 
Parenting intervention and what the research proposes.  The researcher introduced and 
provided a brief summary of self.  Then, the researcher discussed the creation of the 
intervention program: informal data collected over the last three years, various barriers 
that inhibit parental participation (e.g., inflexible work schedules, communication, child 
care, transportation, lacking skill confidence and awareness), and presented the options 
for participation in the Positive Parenting intervention, either the IPES or ICN.  The eight 
session topics were introduced with a brief description of what parents were expected to 
learn during each session.  Parents were informed about the groups and  informed about 
how random group assignments would be made.  It was explained that once parents were 
informed of their group, they could request a group change with the researcher.  Finally, 
parents were informed of the research purposes.  The session was translated into Spanish 
to meet the need of the parents in the participating school.   
Consent forms (see Appendix N) were provided to parents at the completion of 
the program overview.  Parents had the opportunity to complete the forms and present 
them to the researcher after the meeting.  If parents were unable to complete the 
paperwork, they were asked to turn the paperwork into their classroom teacher the 
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following week.  The researcher collected the consent forms from the classroom teacher 
daily until the start of the intervention the following week.  Participation in this study was 
voluntary.  
Group assignment.  After the informational parenting meeting and receiving 
signed participant consent forms, the participant groups were created.  Participants for 
each of the groups were selected using the school districts generated class lists from the 
three classrooms.  The classroom teachers were organized alphabetically by last name 
and the two class lists for that teacher were placed in am/pm order.  Beginning 
alphabetically, the researcher highlighted the student names in a colored pattern (i.e., red, 
yellow, blue, and red, yellow, blue).  This pattern was followed until all the students’ 
names were highlighted.  Participant names by group were placed on a sheet of paper and 
placed in a concealed container.  The first group name pulled was used for the red 
highlighted families, the second for the yellow highlighted families, and finally the 
remaining group was utilized for the blue highlighted families. 
Parents were informed of their group assignment through confidential 
informational letters (See Appendix B).  Each letter had the participants name on the 
outside of the envelope.  These informational letters included the participation group and 
the purpose of the proposed research.  Along with the letter, the families were also 
provided with a flier specifying the dates and times for the IPES sessions and the ICN 
distribution.  
Phase Two: Intervention Phase 
 During the intervention phase, the IPES sessions were conducted and the ICN’s 
were distributed to the families.   This phase was conducted over three consecutive 
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months.  The parents participating in the IPES attend a one hour sessions for eight 
consecutive Friday mornings, over a three month period, for a total of eight sessions.  The 
intervention included presenting the session materials in both English and Spanish.  The 
translator presented the information in Spanish intermittently throughout the 
presentations. 
 The subjects in the ICN received eight newsletters.  These newsletters were 
presented to the parent, guardian, or individual responsible for picking up the child at the 
end of the school day on Thursday, the day before the IPES met.  Each IPES and ICN is 
further described. 
Session one: Introduction. 
IPES.  The first IPES session was utilized as introduction to the program.  An 
agenda was utilized to provide participants with a formal outline.  The researcher 
provided a more in-depth introduction of self than was provided during the recruitment 
meeting.  The purpose of the study was again provided to the participants.  The 
framework for all the meetings was provided (i.e., review of previous material, new 
information, whole group discussions and syntheses of materials, and the open forum).  
The participants were provided with the rules to be followed during all open forums.  A 
brief introduction for each of the remaining seven sessions was provided; this included 
highlighting the key objectives to be learned during each session.  Participants were 
invited to introduce themselves but were not required to share.  The Parental Efficacy, 
parent questionnaire, and PESE assessments were provided to the participants to 
complete.  After the completed forms were given to the researcher, the session concluded 
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with a reminder that all questions could be addressed to the researcher and the next 
meeting would be the following week. 
ICN.  The first ICN session was utilized as introduction to the program.  The 
newsletter began with providing the reader with the purpose of the newsletters.  The 
format that each newsletter will follow was presented to the reader (a review of 
previously presented materials, new information, a guided learning activity, a personal 
growth activity, and the contact information for the researcher).  The third section of the 
newsletter was utilized to inform the readers about the remaining topics that will be 
discussed, objectives to be covered were highlighted, and then a personal growth activity 
was provided.  Finally a brief statement and contact information for the researcher was 
provided to the reader.  A reminder was included in the newsletter to complete the 
Parental Efficacy, parent questionnaire, and the PESE assessment and return the 
completed assessments to the classroom teacher upon returning the following week.     
Session two.  Developmental milestones. 
 IPES.  The topic for the second session was devoted to developmental milestones.  
The session began with the objectives to be learned during the session and an agenda to 
be followed.  Before starting, the participants were asked if they had any questions from 
the previous session.  The new information began with the participants answering if they 
thought their child should be expected to complete some specific activities (e.g., 
separates easily from caregivers, copies a circle with pencil or crayon, and reading 
ability).  The presentation focused around the definition of developmental milestones, 
and what is included in each of the four domain areas (i.e., cognitive, language, 
social/emotional, and motor development).  Specific developmental milestone skills were 
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provided for both four and five-year olds.  Utilizing the Center for Disease Control 
(CDC) form on developmental milestones, parents completed the form related to their 
child enrolled in the preschool program.  After completion of the form, the session 
continued with a discussion of what to do if their child was not demonstrating many of 
the skills listed for their child’s age group.  A whole group learning exercise included 
using scenarios that focused on age specific skill levels was conducted.  After the 
completion of the whole group discussion, parents were provided with the opportunity to 
share any concerns or ask any questions they had related to their child and their 
development.  After the discussion, an inspirational quote was read and the participants 
were reminded to complete the PESE prior to leaving.   
 ICN.  The topic for the second newsletter was devoted to developmental 
milestones.  The objectives for the newsletter were provided on the cover page.  The first 
section of the newsletter was devoted to understanding the definition of a developmental 
milestone, and understanding the four domain areas.  Specific developmental milestones 
were provided for both four and five-year olds.  The next section was provided to assist 
parents in developing a plan to follow if their child was not demonstrating the 
developmental milestone skills.  The personal growth activity included completing the 
CDC developmental milestone form for their child.  Two guided learning questions and 
responses were provided.  The newsletter concluded with the researcher’s contact 
information, and a message for readers to contact the researcher should they have any 
questions.   
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Session three.  Communicating with the young child. 
 IPES.  The third session was dedicated to learning about the four parenting styles 
and strategies to use when communicating with the young child.  The session began with 
the objectives to be learned during the session and the agenda to be utilized during the 
session.  A brief review of the material presented during the last session was given, and 
the participants were asked if they had any questions from the previous session.  
Participants were introduced to the four parenting styles, including the benefits and 
consequences of each parenting style.  The participants were asked to reflect on what 
parenting style they most identified themselves with.  The session was then devoted to 
presenting material related to communicating with the small child.  During this portion,  
participants were provided with various strategies (i.e., listening, inviting communication, 
gaining attention, achieving eye contact, and utilization of tone).  Scenarios that focused 
on common communication situations were provided for whole group discussions.  
Parents were then provided with the opportunity to share or ask any questions they had 
related to communicating with their child.  After the discussion, an inspirational quote 
was read and the participants were reminded to complete the PESE prior to leaving.   
 ICN.  The third newsletter was dedicated to learning about the four parenting 
styles and strategies to use when communicating with the young child.  The newsletter 
provided the objectives to be learned from the newsletter.  The newsletter began 
discussing the four parenting styles, including the benefits and consequences of each 
parenting style.  The following section discussed various strategies that can be utilized 
when talking with young children (i.e., listening, inviting communication, gaining 
attention, achieving eye contact, and utilization of tone).  Two guided learning situations 
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and suggested responses were provided.  The newsletter concluded with the researcher’s 
contact information, and a message for readers to contact the researcher should they have 
any questions about the material.  A brief review of the material from the previous 
newsletter was included. 
Session four. Developing schedules, rules, and routines. 
IPES. The fourth session focused on developing schedules, rules, and routines.  
The session began with the objectives to be learned during the session and the agenda to 
be followed during the meeting.  A brief review of the material presented during the last 
session was given, and the participants were asked if they had any questions from the 
previous session.  The new information for participants included the purpose of rules, 
routines, and expectations.  Additionally for each of the three topics, guidelines to follow 
when implementing and follow through suggestions for each of these strategies was 
provided.  Scenarios that focused on common daily situations for parents related to 
schedules and expectations were provided for whole group discussion.  After the whole 
group discussion, parents were then provided with the opportunity to share or ask any 
questions they had related to communicating with their child.  After the discussion, an 
inspirational quote was read and the participants were reminded to complete the PESE 
prior to leaving.   
ICN.  The fourth newsletter was dedicated to developing schedules, rules, and 
routines.  The newsletter provided the objectives to be learned from the newsletter.  For 
each of the three topics (i.e., schedules, rules, and routines) guidelines for creation and 
follow through were provided.  Two guided scenarios that focused on common daily 
situations for parents related to schedules and expectations were provided.  This included 
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some suggested responses for the scenarios.  The newsletter concluded with the 
researcher’s contact information, and a message for readers to contact the researcher 
should they have any questions.  A brief review of the material from the previous 
newsletter was included. 
Session five.  Behaviors. 
IPES.  The fifth session focused on behaviors. The session began with the 
objectives to be learned during the session and the agenda that was going to be followed 
for the session.  A brief review of the material presented during the last session was 
given, and the participants were asked if they had any questions from the previous 
session.   Parents were provided with the various reasons children may demonstrate 
behaviors.  The session continued with information related to the difference between 
punishments and consequences, and types of consequences.  Also, this session included a 
presentation on what it means to be proactive with behaviors and how this can be 
achieved.  The new information section concluded with strategies and techniques that 
should be utilized when their child exhibits an undesired behavior (i.e., breathe, know 
how to react, gain control of the situation, and reflect back on being proactive).  
Scenarios that focused on common daily behaviors observed in children were provided 
for whole group discussion.  After the whole group discussion, parents were then 
provided with the opportunity to share or ask any questions they had related to 
communicating with their child.  After the discussion, an inspirational quote was read and 
the participants were reminded to complete the PESE prior to leaving.   
ICN.  The fifth newsletter was dedicated to behaviors.  The newsletter provided 
the objectives to be learned from the newsletter.  The newsletter began with the various 
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reasons children demonstrate undesired behaviors.  The newsletter then discussed the 
various responses adults use when dealing with behaviors (punishments and 
consequences) and the benefits for each were provided.  Various suggestions for the 
different types of consequences were provided.  The newsletter discussed how to become 
proactive about behaviors and how to respond if their child does exhibit any undesirable 
behaviors.  A personal growth activity was provided for parents to reflect back to the last 
undesired behavior exhibited by their child, and reflect on various questions to see how 
the situation could have been avoided or better managed.  The newsletter concluded with 
the researcher’s contact information, and a message for readers to contact the researcher 
should they have any questions.  A brief review of the material from the previous 
newsletter was included. 
Session six.  Home and school expectations 
IPES.  This session focused on the distinct expectations for home and school.  The 
session began with the objectives to be learned during the session and the agenda to be 
followed during this meeting.  The session began with a brief review of the material from 
the last session, and the participants were asked if they had any questions related to the 
previous session.   The new information began with presenting the six stages that each 
parent progresses through (i.e., image making, nurturing, authoritative, interpretive, 
interdependent, and departure).  The focus then turned to parenting and school 
expectations.  Participants were informed how to create positive learning spaces, how to 
manage homework, and the strategies for participating in successful parent-teacher 
conferences.  A scenario that focused on a common homework situation was provided for 
whole group discussion.  After the whole group discussion, parents were then provided 
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with the opportunity to share or ask any questions they had related to communicating 
with their child.  After the discussion, an inspirational quote was read and the participants 
were reminded to complete the PESE prior to leaving.   
ICN.  The sixth newsletter was dedicated to home and school expectations.  The 
newsletter began with the objectives to be learned from the newsletter.  The presentation 
of new information discussed the six parenting stages and what can be expected during 
each stage.  The newsletter continued with explaining how parents relate to the successful 
education of their child and provided strategies to create positive learning spaces, how to 
manage homework, and strategies for successful parent-teacher conferences.  A personal 
growth activity was provided for parents to reflect on how homework is completed in 
their home, and how this routine could be improved upon.  The newsletter concluded 
with the researcher’s contact information, and a message for readers to contact the 
researcher should they have any questions.  A brief review of the material from the 
previous newsletter was included. 
Session seven.  Stress. 
IPES.  The seventh session focuses on how parents deal will stress and the 
importance of developing support systems.  The session began with the objectives to be 
learned during the session and the agenda to be followed during the meeting.  A brief 
review of the material presented during the last session was given, and the participants 
were asked if they had any questions from the previous session.   Participants learned 
about various types of stress and what causes stress.  Furthermore, the benefits and 
negative consequences of stress were provided to the participants.  Common stress 
management strategies were provided and discussed.  Finally, a discussion about the need 
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for and strategies to develop support groups was given.  Participants were asked to share 
information about their support groups.  After the whole group discussion of support 
groups, parents were then provided with the opportunity to share or ask any questions 
they had related to stress or developing support systems.  After the discussion, an 
inspirational quote was read and the participants were reminded to complete the PESE 
prior to leaving. 
ICN.    The seventh newsletter was dedicated to stress.  The newsletter began the 
objectives to be learned from the newsletter.  The new information included providing the 
definition of various types of stress, what causes stress, the benefits, and the negative 
consequences of stress.  Various stress management strategies were given.  The readers 
were provided with information about the benefits of support groups and how to create 
positive support groups.  A personal growth activity was detailed for parents to utilize 
one of the suggested strategies for reducing their daily stress.  The newsletter concluded 
with the researcher’s contact information, and a message for readers to contact the 
researcher should they have any questions.  A brief review of the material from the 
previous newsletter was included. 
Session eight. Celebration. 
IPES.  The final session was used as a review of the previous lessons and an 
opportunity for an open forum for participants to discuss how the program has improved 
or not improved their interactions with their child, family life, and the school relationship.  
A brief review of each of the sessions and objectives was provided.  After the discussion, 
an inspirational quote was read.  Participants were asked to again to complete the Parent 
Efficacy Subscale, the PESE, and also the PEPE before leaving.   
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ICN.    The eighth and final newsletter was dedicated to a review of all the 
previously provided newsletters.  The newsletter began with the objectives to be 
reviewed in the newsletter.  A systematic review from each of the topics was provided.  A 
personal growth activity was provided for parents to reflect back on all the learned 
material; participants were directed to identify one strategy they are currently 
implementing, and chose another strategy to begin implementing.  The newsletter 
concluded with the researcher’s contact information, and a message for readers to contact 
the researcher should they have any questions.  A reminder was included in the 
newsletter to complete the Parental Efficacy Subscale (Johnston& Marsh, 1989), the 
PESE, and the PEPE that was included with the newsletter, and return the completed 
assessments to the classroom teacher upon returning the following week.     
Fidelity of Treatment 
 
 The Fidelity of Instruction Questionnaire was completed by two preschool 
classroom teachers housed in the school.  The two teachers completing the fidelity of 
instruction forms, had at least nine years teaching in a preschool program, and both have 
a masters' degree in early childhood.  Both fidelity checkers attended all IPES.  In 
addition, both fidelity checkers received the ICN the same day it was provided to the 
participants.  Both fidelity checkers received two 20-minute training sessions related to 
completing the Fidelity of Instruction Questionnaires for both the IPES and the ICN. 
 Fidelity of Instruction data was taken and assessed using interrater agreement.  An 
agreement between the fidelity checkers was determined when both scorers obtained the 
same response on the questionnaire.  An interrater agreement on the checklist will be 
determined by [agreements/(agreements+disagreements)]x100. 
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Treatment of the Data 
 
 Statistical Products and Service Solutions (SPSS, formally known as Statistical 
Package for the Social Sciences) was used to analyze the data collected during this study.  
First, the Parental Efficacy Subscale (Johnston and Marsh, 1989) pretest and posttest data 
were analyzed to answer the research questions.  In addition, demographic data will be 
completed for the study and each participation group.  The Parenting Education Session 
Evaluation (PESE) provided information related to the perceived effectiveness of the 
sessions.  The Parenting Education Program Evaluation provided information related to 
the parenting perceptions of the overall effectiveness of the program.   
 Research Question 1: Did the Interactive Parenting Education Sessions 
improve the participant’s perception of parenting knowledge skills when 
compared to the Informative Communication Newsletters and the 
comparison group? 
Analysis: In order to determine if significant differences exist between the 
interactive parenting education sessions, the informative communication group, and the 
comparison groups, a 2 x 3 (i.e., time and group) factorial mixed-model ANOVA with 
repeated measures on pretest and posttest analysis was used.  The mean Parental Efficacy 
Subscale pretest (Johnston and Marsh, 1989) scores and mean Parental Efficacy Subscale 
posttest (Johnston and Marsh) were used to determine if the groups (i.e., IPES, ICN, and 
comparison) increased perceived parental efficacy.   
 Question 2: Did the Interactive Parenting Education Session and the 
Informative Communication Newsletters prove successful in increasing 
positive parenting perceptions?   
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 Analysis: In order to determine if significant differences exist between the 
interactive parenting education sessions, the informative communication group, and the 
comparison groups, a 2 x 2 (i.e., group and time) factorial mixed-model ANOVA with 
repeated measures on pretest and posttest analysis was used.  The mean Parental Efficacy 
Subscale pretest (Johnston and Marsh, 1989) scores and mean Parental Efficacy Subscale 
posttest (Johnston and Marsh) were used to determine if the groups (i.e., IPES and ICN) 
increased perceived parental efficacy.   
 Research Question 3: Did the participants in the Interactive Parenting 
Education Sessions show an increased overall approval rating in 
comparison to the Informative Communication Newsletter group? 
 Analysis: In order to determine if significant differences exist between the 
interactive parenting education sessions and the informative communication sessions, an 
independent t-test was used to determine if the mean overall approval rating scores 
between groups were different from each other.  
 Research Question 4: Did the participants in the Interactive Parenting 
Education Sessions and the Informative Communication Newsletter show 
an increased trend of growth? 
Analysis: In order to determine if significant differences exist between the 
interactive parenting education sessions and the informative communication sessions, a 
total of three 2 x 8 (i.e., group and time) factorial ANOVA’s with repeated measures 
were conducted utilizing the Parenting Education Program Evaluations for each of the 
three effects (i.e., perceived effectiveness of  presentation method, likelihood participant 
will utilize the strategies provided, and the relevance of the topic to everyday living).   
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CHAPTER 4 
RESULTS 
 
The purpose of the study was to provide a parenting program, Positive Parenting, 
designed specifically for culturally and economically diverse families with children 
attending a Title 1 program and explore their perceived self-efficacy after completing the 
program.  The study also investigated the participant’s perceived effectiveness of the 
intervention program, the efficacy of the two delivery methods for disseminating 
parenting skills to participants, and which delivery method provided participants with the 
greatest knowledge acquisition. Participants were randomly selected to participate in the 
IPES, ICN, or comparison group.  Participants in the IPES attended eight Positive 
Parenting sessions held on eight consecutive Fridays.  Participants in the ICN received 
eight Positive Parenting newsletters every Thursday at dismissal for eight consecutive 
weeks.  Data were collected to answer four research questions.  Before the start of the 
intervention and at the end of the intervention, the parent’s perceived self-efficacy 
perceptions were measured using the Parental Efficacy Subscale (Johnston & Marsh, 
1989).  During the intervention, the participant’s perceived efficacy of the delivery model 
and acquisition of skills data were collected.  At the completion of the eight weeks, the 
IPES and ICN groups were asked about their perceived satisfaction of the Positive 
Parenting program.  Additionally, fidelity of the treatment data is provided for each 
delivery method.   
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Research Questions and Related Findings 
 
Data Screening and Assumption Testing  
Data screening and assumption testing procedures proceeded by splitting the file 
by group and conducting these procedures for each group separately for each of the 
variables under consideration. This method is more accurate inasmuch as data screening 
and assumption testing for the entire sample is meaningless when conducting between-
subjects analyses, as in the present study. Data screening was done by requesting box 
plots by group. Deletion of outliers from the dataset is preferred over transformation 
because transforming the variables in an attempt to normalize data complicates 
interpretation because the data is no longer in its original scale (Tabachnick & Fidell, 
2007); this is especially true if multiple approaches are used in transforming the data. 
However, deletion of outliers may not be possible in situations in which deleting the 
outliers would lead to a severe loss of power—that is, datasets with smaller numbers of 
cases.  
Tabachnick and Fidell (2007) warn that leaving outliers untreated is inappropriate 
because they unduly influence group means with respect to the outcome variables, and 
thus, they lead to results that are misleading and inaccurate. For the present study, data 
screening detected two outliers in the IPES group. Although part of the sample of 
interest, these two cases underestimated the mean for this group, as they were beyond 3 
standard deviations below the mean. Hence, the outliers were removed from the data. 
Furthermore, the data met all requisite assumptions, including normality (all skewness 
and kurtosis values were less than the absolute value of 2) and homogeneity of error 
variance (all p-values were > .05 for Levene’s Test) for each of the outcome variables by 
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group as well as sphericity. Therefore, data analysis proceeded as planned with the 
remaining 69 cases.     
Equality of Outcome Means at Baseline 
 A one-way ANOVA was conducted to establish equivalence among the groups on 
the Parental Efficacy Subscale at baseline. Type of education (IPES, ICN, and 
comparison) served as the independent variable.  
 Results demonstrated that there were no statistically significant differences among 
the groups with respect to the Parental Efficacy score, p > 0.07. Although not 
significantly different, the IPES group reported the highest efficacy mean score whereas 
the ICN group reported the lowest efficacy mean score. Due to the lack of statistical 
significance between the groups on efficacy score at baseline, there was no need to 
statistically control scores at pretest.  
Descriptive Statistics and Correlations 
 
 Table 2 represents the descriptive statistics of parental efficacy by group (i.e., 
IPES, ICN, and comparison).  Descriptive statistics for all outcome measures are also 
reported by group (see Table 2).  Table 3 represents the correlations between three groups 
(i.e., IPES, ICN, and comparison).   The correlation examined three variables: pretest, 
posttest, and Approval.  Zero-order correlations are reported for the IPES group and the 
ICN group (see Table 3).  
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Table 2 
Descriptive Statistics of Parental Efficacy by Group 
  IPES 
n=26
 
 Comparison 
n=20
 
 ICN 
n=23
 
Variable  M SD  M SD  M SD 
Pretest  4.86 0.80  4.84 1.00  4.18 0.83 
Posttest  5.14 0.65  5.04 0.82  4.58 1.04 
Approval  5.46 0.58  - -  5.15 0.95 
S1Q1  5.46 0.81  - -  5.04 1.33 
S1Q2  5.46 0.81  - -  4.95 0.93 
S1Q3  5.50 0.81  - -  5.00 1.04 
S2Q1  5.61 0.70  - -  5.00 0.90 
S2Q2  5.73 0.72  - -  5.13 0.97 
S2Q3  5.88 0.43  - -  5.00 0.95 
S3Q1  5.77 0.59  - -  5.22 0.95 
S3Q2  5.69 0.62  - -  5.17 1.07 
S3Q3  5.62 0.70  - -  5.26 0.96 
S4Q1  5.73 0.73  - -  5.26 0.96 
S4Q2  5.58 0.76  - -  5.26 0.94 
S4Q3  5.62 0.70  - -  5.26 0.96 
S5Q1  5.65 0.70  - -  5.35 0.98 
S5Q2  5.69 0.62  - -  5.43 0.90 
S5Q3  5.65 0.75  - -  5.43 0.90 
S6Q1  5.85 0.46  - -  5.35 0.88 
S6Q2  5.77 0.51  - -  5.43 0.90 
S6Q3  5.81 0.49  - -  5.35 0.88 
S7Q1  5.58 0.81  - -  5.35 0.89 
S7Q2  5.73 0.53  - -  5.43 0.84 
S7Q3  5.77 0.65  - -  5.39 0.84 
S8Q1  5.80 0.51  - -  5.30 0.88 
S8Q2  5.69 0.74  - -  5.43 0.84 
S8Q3  5.62 0.75  - -  5.35 0.83 
Note. Pretest=Parental Efficacy at Pretest; Posttest=Parental Efficacy Posttest; 
Approval=Overall Approval Rating; S1Q1 to S8Q3 represent the Parenting Education 
Program Evaluations for each of the eight sessions across three effects. 
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Table 3 
Zero-Order Correlations for the Interactive Parenting Education Sessions and 
Informative Communication Newsletters Groups 
Variable 1 2 3 
1. Pre Efficacy - .86** .13 
2. Post Efficacy .72** - .09 
3. Approval -.12 .02 - 
Note. Correlations above the diagonal are for the Interactive Parenting Education 
Sessions group and those below the diagonal are for the Informative Communication 
Newsletters group. Pre Efficacy=Parental Efficacy at Pretest; Post Efficacy=Parental 
Efficacy Posttest; Approval=Overall Approval Rating.  
IPES ,
 
n=26; ICN, n=23  
**p<.01 (one-tailed) 
 
Research Question 1 
Research Question 1: Did the Interactive Parenting Education Sessions improve 
the participant’s perception of parenting knowledge skills when compared to the 
Informative Communication Newsletters and the comparison group? 
The Parental Efficacy Subscale (Johnston & Marsh, 1989) is a 9-item, 6-point 
Likert scale questionnaire that participants indicate their perceived level of affective 
dimensions of parenting including feelings of frustration, anxiety, and/or poor motivation 
for the role of parent. Parents indicate their degree of agreement by circling a number 
between 1 (strongly disagree) and 6 (strongly agree) for each item.  The complete total 
score for the Parental Efficacy Subscale is 54; higher scores indicate greater parental 
efficacy and satisfaction.   
 The Parent Efficacy Subscale data were analyzed using a 2 (time: pre and post) x 
3 (group: IPES, ICN, comparison) factorial ANOVA with repeated measures to 
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determine if there were significant increases in perceived parental efficacy and main 
effects between the groups.  The alpha level was set at .05.   
 Results of the factorial mixed-model ANOVA with Parental Efficacy score as the 
dependent variable demonstrated that the group x time interaction was not statistically 
significant, p = 0.67. The time main effect, however, was statistically significant, F(1,66) = 
11.36, p = 0.001, η2 = 0.15, with the IPES group (Pretest: M = 4.86, SD = 0.80; Posttest: 
M = 5.14, SD = 0.65) and the ICN group (Pretest: M = 4.18, SD = 0.83; Posttest: M = 
4.58, SD = 1.03) demonstrating significantly improved parental efficacy at posttest; the 
comparison group did not exhibit a statistically significant change in efficacy score across 
time, p > .05. 
 The education type main effect was also statistically significant, F (2, 66) = 4.52, p 
= 0.01, η2 = 0.12. Post hoc comparisons showed that statistically significant differences 
existed between the IPES and the ICN groups, with the IPES group (M = 5.00, SD = 
0.92) exhibiting higher parental efficacy than the ICN group (M = 4.38, SD = 0.87). 
Neither of the differences between these two groups and the comparison reached 
statistical significance at p < .05.  
Research Question 2 
Question 2: Did the Interactive Parenting Education Session and the Informative 
Communication Newsletters prove successful in increasing positive parenting 
perceptions?   
The Parent Efficacy Subscale data were analyzed using a 2 (time: pre and post) x 
2 (group: IPES, ICN) factorial ANOVA with repeated measures to determine if there 
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were significant increases in perceived parental efficacy and main effects between the 
groups.  The alpha level was set at .05.   
Results of the factorial mixed-model ANOVA with Parental Efficacy score as the 
dependent variable found that the group x time interaction was not statistically 
significant, p = 0.53. Nevertheless, the time main effect was statistically significant, 
F(1,47) = 17.37, p < .001, η
2
 = 0.27, with the IPES group (Pretest: M = 4.86, SD = 0.80; 
Posttest: M = 5.14, SD = 0.65) demonstrating significantly higher parental efficacy at 
posttest; the ICN group did not exhibit a statistically significant change in efficacy across 
time, p > .05. 
 The education type main effect was also statistically significant, F (1, 47) = 7.67, p 
< 0.01, η2 = 0.14, with the IPES group (M = 5.00, SD = 0.92) exhibiting higher parental 
efficacy than the ICN group (M = 4.38, SD = 0.87).  
Research Question 3 
Research Question 3: Did the participants in the Interactive Parenting Education 
Sessions show an increased overall approval rating in comparison to the Informative 
Communication Newsletter group? 
The PEPE is a 5-item, 6-point Likert scale questionnaire that participants indicate 
their overall rating of the Positive Parenting program for relevancy of topics, parenting 
behavior change, perceived efficacy of the program, and overall satisfaction of the 
program.  Parents indicate their degree of agreement by circling a number between 1 
(strongly disagree) and 6 (strongly agree) for each item.  The total score for the Parental 
Efficacy Subscale is 30, higher scores indicate greater parental efficacy and satisfaction.   
111 
 
 The PEPE data were analyzed using an independent t-test to determine if there were 
significant differences in the mean between the IPES and ICN groups.  The alpha level 
was set at .05.   
Results of the independent samples t-test showed that there were significant 
differences between the ICN and IPES groups on overall approval rating, t(46) = -2.02, p 
= .001, Cohen’s d = -0.39, with the IPES group (M = 5.46, SD = 0.57) reporting higher 
approval ratings than the ICN group (M = 5.15, SD = 0.95). 
Research Question 4 
Research Question 4: Did the participants in the Interactive Parenting Education 
Sessions and the Informative Communication Newsletter show an increased trend of 
growth? 
The PESE is a 3-item, 6-point Likert scale questionnaire that participants indicate 
their overall session ratings of the Positive Parenting program for delivery method, 
strategies presented, and relevance of the topic.  Parents indicate their degree of 
agreement by circling a number between 1 (strongly disagree) and 6 (strongly agree) for 
each item.  The complete total score for the Parental Efficacy Subscale is 15; higher 
scores indicate greater parental efficacy and satisfaction.   
 The PESE data were analyzed using three 2 (group: IPES, and ICN) x 8 
(responses to an individual question per session) mixed-model ANOVAs to determine if 
there was a significance between the two groups and the individual responses.    
A series of mixed-model ANOVA’s were conducted to determine whether the 
IPES and ICN groups differed between their ratings among three effects across eight 
sessions. Type of effect (perceived effectiveness of presentation method, likelihood 
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participant will utilize the strategies provided, and the relevance of the topic to everyday 
living) served as the within-subjects factor and education type (IPES or ICN) served as 
the between-subjects factor. The Bonferroni adjustment for the inflation of familywise 
Type I error rate was employed to prevent capitalizing on chance variation, which can 
occur when conducting multiple analyses on the same data. The more conservative p-
value for these analyses was .05/3 = .016. See Table 3 for descriptive statistics of the 
session effects by group.   
 Results of the mixed-model ANOVA with perceived effectiveness of presentation 
method rating as the dependent variable found a significant effect x group interaction, 
F(7,41) = 5.67, p < 0.01, η
2
 = 0.23. Simple main effect comparisons showed that, within 
effect type, the IPES group reported significantly higher ratings on effectiveness of 
presentation method than the ICN group during sessions 2 (η2 = 0.13), 3 (η2 = 0.12), 4 (η2 
= 0.09), 6 (η2 = 0.12), and 8 (η2 = 0.10).  All other simple effects were not significant. 
Within education type, ratings of the effectiveness of presentation method were 
significantly higher for the IPES group between sessions 6 and 7 when compared to the 
ICN group (η2 = 0.21).   
 Results of the mixed-model ANOVA with likelihood participants will utilize the 
strategies provided rating as the dependent variable found a non-significant effect x group 
interaction, p = .83. However, the effect type main effect reached significance, F(7,41) = 
6.58, p < 0.01, η2 = 0.17, with significant differences in overall ratings on the likelihood 
of utilization of strategies provided reported between 1 and 6 and between 1 and 7. 
Higher likelihood ratings were reported for sessions 6 (M = 5.60, SD = 0.70) and 7 (M = 
5.58, SD = 0.70) than session 1 (M = 5.21, SD = 0.90). The group main effect also 
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reached statistical significance, F(1,47) = 5.27, p < 0.01, η
2
 = 0.10, with the IPES group (M 
= 5.67, SD = 0.78) reporting higher overall ratings on the likelihood of utilizing the 
strategies provided than the ICN group (M = 5.28, SD = 1.03). 
 Results of the mixed-model ANOVA with relevance of the topic of relevance to 
everyday living rating as the dependent variable found a significant effect x group 
interaction, F(7,41) = 4.96, p < 0.01, η
2
 = 0.17. Simple main effects comparisons showed 
that, within effect type, the IPES group reported significantly higher ratings on relevance 
of the topic to everyday living than the ICN group during sessions 2 (η2 = 0.28) and 6 (η2 
= 0.10). All other simple effects were not significant. Within education type, ratings of 
the relevance of the topic to everyday living were not statistically significant, all p-values 
> .18.          
Fidelity of Treatment 
 
Fidelity of Parental Education Sessions Instruction Questionnaire 
 Parental Education Session fidelity checklists (see Appendix F) were developed to 
measure the researcher’s adherence to the Positive Parenting program during the IPES.  
Both fidelity of session raters attended the program sessions and completed the checklists 
to measure adherence to the treatment.  The formula agreements/(agreements + 
disagreements) x 100 was used to establish the fidelity of treatment level (Tawney & 
Gast, 1984).  A fidelity of treatment checklist was completed for all eight IPES.  The 
percent of agreement related to the fidelity of treatment within the IPES was 100% (see 
Table 4).    
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Table 4 
IPES Fidelity of Treatment 
Measure Total Agreements Total Agreements + 
Disagreements 
Percentage of 
Agreement 
Fidelity of 
Treatment 
40 40 100% 
 
Fidelity of Informative Communication Newsletter Questionnaire 
Informative Communication Newsletter fidelity checklists (see Appendix F) were 
developed to measure the researcher’s adherence to the Positive Parenting program as 
written in the ICN.  Both fidelity of session raters read each newsletter and completed the 
checklists to measure adherence to the treatment.  The formula agreements/(agreements + 
disagreements) x 100 was used to establish the fidelity of treatment level (Tawney & 
Gast, 1984).  A fidelity of treatment checklist was completed for all eight ICN’s.  The 
percent of agreement related to the fidelity of treatment within the ICN was 100% (see 
Table 5).    
Table 5 
ICN Fidelity of Treatment 
Measure Total Agreements Total Agreements + 
Disagreements 
Percentage of 
Agreement 
Fidelity of 
Treatment 
40 40 100% 
 
Summary of Findings 
 
 The data gathered in this study examined the effectiveness of the Positive 
Parenting intervention for families enrolled in a Title 1 preschool.  After the initial data 
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screening and assumption testing, two outliers from the IPES group were removed, as 
they were beyond three standard deviations below the mean.   
 The results of the study indicated that there were no statistical significance 
between education type (IPES, ICN, and comparison) and time interaction.  However, for 
both IPES and ICN the time main effects were statistically significant demonstrating 
improved parental efficacy at the posttest.  The education type main effect was also 
statistically significant.  Post hoc comparisons showed that statistically significant 
differences with the IPES group exhibiting higher parental efficacy than the ICN group.   
 There were statistically significant differences between the ICN and IPES groups 
on the overall session approval rating; with the IPES group indicating higher approval 
ratings than the ICN group.  Finally, data were explored to determine whether the IPES 
and ICN groups differed between their ratings among three effects across eight sessions.  
For perceived effectiveness of the presentation, a significant effect x education type 
interaction was identified.  Simple main effects comparisons showed that, within effect 
type, the IPES group reported significantly higher ratings on effectiveness of presentation 
method than the ICN group during sessions two, three, four, six, and eight. The effect 
was not statistically significant for the likelihood that participants will utilize the 
strategies.  However, the likelihood of utilization of strategies provided, statistical 
significance was reported between one and six and between one and seven. The IPES 
group reporting higher overall ratings on the likelihood of utilizing the strategies 
provided than the ICN group.  For the relevance of the topic to everyday living a 
significant effect x education type interaction was identified.  The IPES group reported 
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significantly higher ratings on relevance of the topic to everyday living than the ICN 
group during sessions two and six.   
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CHAPTER 5 
SUMMARY, CONCLUSIONS, AND RECOMMENDATIONS 
 
There are  multitude barriers that inhibit families from participating in the 
education of their child:  lack of communication between school and home (LaRocque et 
al., 2011), economic limitations (Graves, 2006), inflexible work schedules (Van Velsor & 
Orozco, 2007), inadequacy to promote academics and personal negative attitude toward 
school (LaRocque et al.), feelings of inadequacy as a parent and poor self-worth 
(LaRocque et al.), negative school climate and teacher attitudes (Van Velsor & Orozco), 
and lack of additional child care and transportation (Van Velsor & Orozco).  
Multicultural families have additional barriers including misunderstandings or being 
unaware of education expectations (Colombo, 2004; Van Velsor & Orozco, 2007) and 
language barriers (Mulligan, 2005).  The requirement to create new innovative solutions 
to assist parents in mediating these barriers and to promote parental involvement in 
schools has numerous implications.  With parental involvement initiatives and student 
accountability increasing, additional research in growing perceived parental efficacy is 
vital to increasing parental involvement.  
Research indicates a void in parental involvement (Baker and Soden, 1998).  
Furthermore, research that is focused on parental involvement does not begin before 
elementary school (Lamb-Parker et al., 2001).  Available research has identified a variety 
of variables that support parental involvement including family background, ethnicity, 
family structure, maternal employment, socioeconomic status, and gender (El Nokali et 
al., 2010; Graves, 2006; Myrick, 2000).   
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Additionally, the emerging research exploits the need for a multicultural parenting 
education program.  Current parenting programs are created for specific ethnicities 
(Garcia, 2006; Janz, 1996; Mann et al., 2004; Mendez-Baldwin, 2001; Wessel, 2005) or 
to assist parents with specific skills (Lakes et al., 2011).  Furthermore, all of the current 
parenting programs focus on one delivery type, face to face interactions. Unfortunately, 
there is no previous research that utilizes a multicultural parenting education program or 
explores the delivery system of the materials. 
This study examined the participants’ perceived self-efficacy before and after 
completing the Positive Parenting program and the participants’ overall perceived 
effectiveness of the intervention program.  In addition, this study explored the perceived 
efficacy between two delivery methods for disseminating parenting skills to participants, 
and which delivery method provided participants with the greatest knowledge 
acquisition. 
Discussion of Results 
 
 The purpose of the study was to provide a parenting program, Positive Parenting, 
designed specifically for culturally and economically diverse families with children 
attending a Title 1 program and explore their perceived self-efficacy after completing the 
program.  The proposed study also investigated the participant’s perceived effectiveness 
of the intervention program, the efficacy of the two delivery methods for disseminating 
parenting skills to participants, and which delivery method provided participants with the 
greatest acquisition knowledge.  
 This study involved 71 parents with children attending a half-day Title 1 
preschool at the selected school.  Participants ranged in age, ethnic backgrounds, 
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schooling backgrounds, marital status, and family incomes.  Participation in this study 
was voluntary.  Prior to the implementation of the Positive Parenting program, 
participants completed the Parent Efficacy Subscale (Johnston and Marsh, 1989) and the 
parent questionnaire.  Participants in the IPES group attended eight one-hour sessions on 
Fridays.  Topics utilized in the Positive Parenting program were specific to the needs of 
the participants.  These topics were expressed by the enrolled families through informal 
interviews conducted for the three years prior to implementation.   
 Each IPES consisted of: (a) a review of previously learned materials, (b) new 
information, (c) whole group learning opportunities to implement the new skills, and (d) 
and open forum for participants to ask for additional assistance from the researcher and 
other group participants.  Participants in the ICN group received the same information as 
the IPES group, only in written form.  Participants received their newsletters on 
Thursdays prior to the IPES session.  Each ICN consisted of: (a) a review of previously learned 
materials, (b) new information, (c) guided learning opportunities to implement the new skills, and 
(d) and contact information to reach the researcher should the reader have any questions.   
 For each session and newsletter provided, the IPES and ICN participants completed the 
PESE, a Likert-type scale focused on the individual delivery.  Also, upon completion of the eight 
sessions or the newsletters, participants completed the PEPE, a Likert-type scale focused on the 
overall satisfaction of the Positive Parenting, and the Parent Efficacy Subscale.  A sequential 
discussion of the results to each question is provided.   
Research Question 1  
Did the Interactive Parenting Education Sessions improve the participant’s perception 
of parenting knowledge skills when compared to the Informative Communication 
Newsletters and the comparison group? 
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It was predicted that the Interactive Parenting Education Sessions intervention group 
will result in an increased acquisition of positive parenting skills when compared to the 
Informative Communication Newsletters intervention group and the comparison group.   
 A review of the findings indicates there was no statistical significance between the 
education type (IPES, ICN, and comparison) and time (pretest and posttest).  However, 
the overall main effects were statistically significant for both the IPES and the ICN 
group; the comparison group did not show any statistical significant change in efficacy 
score from pretest to posttest.  There was a large effect size, with 15% of the variance is 
attributed to time.  Additionally, there was a statistically significant main effect for the 
education type.  The IPES group exhibited higher parental efficacy than the ICN group, 
with 12% being attributed to participation in the IPES group.  When the IPES and ICN 
groups were compared to the comparison group, neither group exhibited statistical 
significance. 
These findings reveal the importance of providing parenting education 
opportunities to families using various delivery methods.  Current research calls for 
providing education opportunities that fit the needs of the families (LaRocque et al., 
2011; Van Velsor & Orozco, 2007).  Both the IPES and the ICN groups had increased 
perceived parenting efficacy over time with greater difference in means between pretest 
and posttest scores.  The greater mean differences for the parenting education signifies 
that providing an educational parenting program, either delivered by face-to-face sessions 
or with newsletters, increases the perceived self-efficacy.  Additionally, because two 
delivery methods were available, the effects that most barriers impose on parents’ ability 
to participate were eliminated, as parents were able to change participation groups after 
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the initial random group assignments, and choose the best delivery method  to meet the 
needs of the individual and the family.  Therefore, this study expands the research related 
to overcoming barriers that inhibit participation in parenting education.     
It is likely that non statistical findings may have resulted due to the inability to 
control the IPES, the ICN, and the comparison group from communicating with each 
other.  As all participants were located in the same community and at the same school, 
although from different classrooms, it was impossible to ensure that parents did not 
communicate with each other about the study.  Additional research would have to be 
conducted to determine if this is an accurate explanation for the findings.   
In the ICN and comparison group, participants completed the parental 
questionnaire independently, and it was difficult to ensure the same individual completed 
both the pre and post assessments.  In the case of this research project, the researcher did 
verify that all Parent Efficacy subscales, PESE, and PEPE were completed by the same 
participant, by verification of name; however, it cannot be determined without caution 
that these assessments may have been completed by another individual.  Additional 
research would have to be conducted to determine if this could have attributed to the 
findings.    
Another explanation of the non significant finding may be because the pre and 
post assessments were self-reported measures.  According to Baker and Soden (1998) 
self-report data can be unreliable because as parents may rate themselves more favorably 
than a nonbiased observer.  Additional research would have to be conducted that utilizes 
direct observation of parental behaviors with the use of standardized data collection tools 
to determine if this is an accurate explanation for the findings.   
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Research Question 2 
Question 2: Did the Interactive Parenting Education Session and the Informative 
Communication Newsletters prove successful in increasing positive parenting 
perceptions?   
It was predicted that the Interactive Parenting Education Sessions intervention 
group will result in increased parent self-efficacy when compared to the Informative 
Communication Newsletters intervention group.   
A review of the findings show there was no statistical significance between the 
group (IPES and ICN) and time (pretest and posttest).  However, the main effect for time 
was statistically significant for the IPES group demonstrating higher perceived parental 
efficacy at the time of the posttest.  Additionally, there was a statistically significant main 
effect for the education type.  The IPES group exhibited higher parental efficacy than the 
ICN group.   
The findings of the current research indicate that participants in the IPES group 
demonstrated higher parental perceived self-efficacy at the conclusion of the Positive 
Parenting program in comparison to the ICN group. Fourteen percent of this variability 
can be attributed to the delivery systems utilized in the program.  IPES participants were 
required to attend weekly meetings, while ICN participants could read the information as 
time allowed.  These findings may indicate that the IPES participants resulted in greater 
post perceived efficacy scores due to the location and or delivery method of the parental 
involvement.  Because parents were required to attend for one-hour per week, they may 
have been more focused on the goals of the classes.   
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 Additionally, this result could possibly be linked to the difference between the 
two delivery models; specifically, the use of an open forum for participants to ask 
questions to the researcher as well as other participants.   Face to face trainings were the 
only difference between the delivery methods, and these finding may indicate the 
utilization of an open forum may have provided parents with the opportunity to have 
specific questions answered and thus increasing their sense of efficacy.   
There is minimal research related to the effects of a parenting education program 
utilizing two delivery methods; therefore, this study extends the research to this 
population.  It is likely that the non-statistical findings may have resulted because of the 
inability to control the IPES and the ICN participants from communicating to with each 
other.  As all participants were located in the same community and at the same school, 
although from different classrooms, it was impossible to ensure that parents did not 
communicate with each other.  Additional research would have to be conducted to 
determine if this is an accurate explanation for the findings.  However, all active 
participants in the study did show an increase in self-efficacy; thus extending the research 
on providing an effective parenting education program created for multicultural 
participants. 
Research Question 3 
Research Question 3: Did the participants in the Interactive Parenting Education 
Sessions show an increased overall approval rating in comparison to the Informative 
Communication Newsletter group? 
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It was predicted that the individuals participating in the Interactive Parenting 
Education Sessions intervention will show greater program approval ratings to those 
individuals who participated in the Informative Communication Newsletter intervention. 
The Parenting Education Program Evaluation (PEPE) was created by the 
researcher to evaluate the perceived effectiveness and participant satisfaction of the 
Positive Parenting program.  The PEPE was a 5-item, 6-point Likert-scale assessment 
exploring the overall satisfaction with (a) topic choice, (b) behavior change due to 
participation in program, (c) increased understanding of their child development and 
appropriate expectations, (d) effects of the program, and (e) overall knowledge 
acquisition as perceived by the participant.  Parents indicated their degree of agreement 
by circling a number between 1 (strongly disagree) and 6 (strongly agree) for each item.  
The complete score for the PESE is 30; higher scores indicate greater parental 
satisfaction of the Positive Parenting program.   
Utilizing the PEPE findings, there were significant differences between the IPES 
and ICN groups on overall approval rating.  The participants of the IPES indicated a 
higher overall approval rating for the Positive Parenting program.   
According to Halgunseth et al., (2009) to support strong family involvement they 
recommended that parent education opportunities be available for enhancing family 
engagement in early childhood programs.  The findings from the current study indicate 
that the current research was successful in creating successful parenting education 
classes; thus extending the research on providing an effective multicultural parenting 
education program. 
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The findings of the current study related to the overall approval of the program 
may be related to the delivery method utilized.  Participants in the IPES group met once a 
week for eight consecutive weeks.  This meeting time was consistent throughout the 
entire intervention.  In addition, the participants’ attendance was also consistent.  Interest 
and participation in the IPES group was greater that the ICN group.  A total of 28 
families attended all 8 sessions.  In the case of all IPES participants, the same individual 
attended every session; in some instances, participants had other family members attend 
with them.  Participants may have utilized the open forum to answer specific questions 
about their child.  In the IPES format it was easier for participants to receive feedback in 
comparison to the ICN format, even though the researcher did provide various ways (e.g., 
phone, email, school hours) to receive assistance.   
Research Question 4 
Research Question 4: Did the participants in the Interactive Parenting Education 
Sessions and the Informative Communication Newsletter show an increased trend of 
growth? 
The Parenting Education Session Evaluation (PESE) was created by the 
researcher to evaluate the eight individual sessions.  The PESE was a 3-item, 6-point 
Likert scale assessment that explores the participants’ thoughts about the Positive 
Parenting program in relation to the sessions. The three areas explored included: 
presentation method for disseminating information, likelihood the participant will utilize 
the strategy, and relevance of the topic to the participant’s everyday life. Parents 
indicated their degree of agreement by circling a number between 1 (strongly dissatisfied) 
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and 6 (strongly satisfied) for each item.  The completed score for the PESE was 18; 
higher scores indicated greater parental satisfaction of the Positive Parenting session.   
The mean for each group per session were identified.  The analysis revealed a 
statistically significant difference between perceived effectiveness of presentation and 
group (IPES and ICN).  Twenty-three percent of the effectiveness of the presentation can 
be attributed to the group. 
Simple main effect comparisons showed that within the effect type, the IPES 
group reported significantly higher ratings on effectiveness of presentation method than 
the ICN group during sessions two (developmental milestones), three (communication), 
four (developing schedules, rules, and routines); six (expectations of home and school), 
and eight (celebration).  Statistically significant findings were identified for the IPES 
group for sessions six (expectations of home and school) and seven (stress) in 
comparison to the ICN group.   
For the IPES and the ICN groups when compared with the likelihood that 
participants’ utilization of the strategies, the analysis revealed a non-statistically 
significant difference.  However, the effect type main effect reached significance for 
sessions six (expectations of home and school) and seven (stress) when compared to 
session one (introduction).  Additionally, education type main effect also reached 
statistical significance, with the IPES group reporting higher overall ratings on the 
likelihood of utilizing the strategies provided than the ICN group. 
The final analysis for question four reveals a significant effect x group interaction 
with relevance of the topic to everyday life.  The simple main effects comparisons 
showed that, within effect type, the IPES group reported significantly higher ratings on 
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relevance of the topic to everyday living than the ICN group during sessions 2 
(developmental milestones) and 6 (expectations of home and school).   
The analysis revealed a statistically significant difference between perceived 
effectiveness of presentation and education type; and relevance of the topic to everyday 
living rating.  The IPES group found the delivery method more successful for learning 
about developmental milestones; communication; developing schedules, rules, and 
routines; expectations of home and school, and celebration sessions.  A possible 
explanation for this finding may conclude the IPES delivery model may be more 
beneficial for learning about new positive parenting strategies.  This may be because 
participants have the opportunity to ask for clarification on newly learned material; have 
an opportunity to solve a common scenario and hear how others may handle the situation; 
and have the opportunity to receive guidance to resolve specific problems from the 
researcher and other participants.   
There was no statistically significant difference between the IPES and ICN groups 
for the likelihood of participants’ utilization of the strategies.  However a main effect 
identified a difference in utilizing the strategies learned during the home and school 
expectations and stress presentations.  A possible explanation for this finding may 
include the relevance of the topic as directly related to the parent, and did not require any 
behavior changes related to daily interactions with their child.  Both of these topics 
provided suggestions of what parents could do to provide a positive learning atmosphere 
in the home.  Additionally, the IPES group reported higher overall ratings on the 
likelihood of utilizing the strategies provided than the ICN group.  A possible explanation 
for this may include their overall understanding of the concepts may be higher due to the 
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delivery method utilized to present the materials to the participants.  Additionally, 
participants in the IPES group may have sensed more social pressures to utilize the 
Positive Parenting strategies because of the interaction with the researcher and other 
group participants.  The IPES group may have increased sense of clarity about the 
material presented because these participants were able to as for clarification if they were 
unclear of the information.   
Conclusions 
 
 Based on the results obtained in this research, the conclusions of this study 
include: 
1. Utilization of the Positive Parenting program in a Title 1 school increased 
participants overall perceived self-efficacy skills over time.   
2. A combined parent education program that incorporates face-to-face session and 
newsletter delivery systems may be used to improve parents’ perceived self-
efficacy skills over time.   
3. The IPES group had greater overall perceived self-efficacy skills at the posttest 
than either the ICN or the comparison group. 
4. Participants in the IPES group had greater satisfaction rates for overall raking in 
method of information delivery, relevance of the topic to everyday life, and 
likelihood of strategy utilization.   
5. Participants in the IPES group had greater overall satisfaction of the Positive 
Parenting program. 
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Practical Limitations 
 
 Several practical limitations emerged from this study.  First, for obtaining 
information back from the ICN and the comparison group, the researcher many need to 
ensure the pretest and posttest are completed by the same individual.  In some cases, the 
individual who received the information may not have been the participant.  When 
compiling the data, the researcher did compare participant names to ensure the participant 
name on the participant questionnaire matched the pretest, posttest, weekly data, and 
overall satisfaction data; but further caution need to be implemented.  
 A second practical implication that emerged from this research was when 
conducting this study it was unclear if the participants read the newsletter.  Clearly, 
additional assessments would need to be conducted to ensure participants read the 
newsletter.  However, this may also discourage participants from enrolling in the ICN 
group.    
A third implication that emerged from this research is when working with the 
Positive Parenting program, eight consecutive weeks may be difficult for some 
participants.  In the current study, 51 participants completed either the eight sessions or 
returned the weekly data form indicating the participant read the newsletter.  Providing 
the sessions over the course of a school year may increase the potential participants, and 
alter the findings.    
Recommendation for Further Research 
 
 Recommendations for further study emerged from the results obtained in this 
study.  Included among these recommendations are the following: 
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1. Research should be conducted to investigate the effects of the Positive Parenting 
program on perceived parental efficacy over a longer period of time.  The 
outcomes may be different with a greater length of time between each session.  
2. Research should be conducted to investigate the effects of the current study on 
different populations (i.e., rural communities, metropolitan cities in various 
regions beyond the southwest, and with more diverse ethnicities).  The outcome 
may be different when interacting with parents from increasingly diverse 
populations than where this study took place.   
3. Research should be conducted to investigate the addition of a fourth participation 
group to include online possibilities.  This should include providing the same 
session content, but providing the opportunity for the group to create an online 
blog support group.  The outcome may be different when the online group has the 
possibility of continuous support rather than just when requested or during the 
meetings.   
4. Research should be conducted that utilizes a multiple delivery system method 
(i.e., newsletter and sessions; newsletters, sessions, or online capabilities).  This 
outcome may alter from current findings and participation may increase when 
utilizing multiple delivery systems.   
5. Research should be conducted to investigate the parental involvement activity 
types (i.e., passive or active activities) for parents participating in a parenting 
program.  The outcomes may support increased parental involvement after 
participating in parent skills training opportunities.    
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6. Research should be conducted to investigate the potential effects a parental skills 
training program has on student academic outcomes.  The outcomes may support 
increased academic achievement for students immediately and longitudinally.   
Summary 
 This study contributes to the research of parent education programs in that it 
appears to be one of the first studies designed to measure the impact of a multicultural 
parenting programs ability to provide positive parenting techniques utilizing two different 
delivery types.  The present study lays the foundation for further research into providing 
parenting education programs to participants through various delivery methods to 
increase positive parenting perceptions.    
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Session and Newsletter Outline 
Session One: Introduction to the program  
 
Objectives: 
1. To help parents understand the purpose of the research  
2. To introduce topics to be covered during the eight weeks 
3. Being building a trusting and collaborative relationships with investigator and other 
parents participating in the session 
4. Complete  
 
10 minutes Introduction 
1. Introduction of investigator 
1. Background of study 
2. Purpose of the study 
a. Increase parenting effectiveness 
b. Identifying the best communication for education purposes 
c. Determine  effectiveness of parenting education 
 
15 minutes Introduce Program format and sessions 
1. Session framework 
a. Review of previously learned material 
b. Presentation of new material 
c. Interactive learning opportunity (hypothetical scenarios or role 
playing exercises) 
d. Activity (may be done before interactive learning opportunity) 
e. Open forum  
2. Upcoming session topics 
a. Typically developing children 
b. Communication: building & maintaining positive lines of 
communication 
c. Developing  schedules, rules, & routines 
d. Understanding behaviors 
e. Developing appropriate home & school expectations 
f. Stress: coping with stress and developing support systems 
g. Utilization and successes from the sessions/closing 
15 minutes Activity 
Purpose: build a relationships with individuals participating in program 
1. Introduce yourself, name classroom teacher, and how many children 
attend in this school 
5 minutes  Open Forum 
5 minutes Reflection and closure 
The best thing to spend on your children is your time. – Louise Hart 
 
10 minutes Complete Parental Efficacy Subscale pretest and Parent Questionnaire  
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Session Two: Typically Developing Children 
 
Objectives:  
1. For participants to know the definition of developmental milestone 
2. For participants to be informed of developmental milestone for four-year-olds 
3. For pa participants rents to be informed of developmental milestone for five-year-olds 
4. For participants to use milestone knowledge to make informed decisions about the needs 
of their child.  
5 minutes Review previous session and answer any questions 
25 minutes Presentation of new information 
1. Developmental milestones: an ability that is achieved by most children 
by a certain age in four specific areas. 
a. Skills tend to scaffold  
2. Developmental milestones 4-years-old 
a. Social & Emotional 
i. Enjoys doing new things 
ii. Pretend play “mom” and “dad” 
iii. More creative with pretend play 
iv. Would rather play with other children than self 
v. Cooperates with others 
vi. Can not differentiate between real and make-believe 
vii. Talks about interests 
b. Language/communication 
i. Uses “he ” and “she” 
ii. Participates and recites in basic songs and fingerplays 
iii. Tells stories  
iv. States first and last name 
c. Cognitive 
i. Names some colors and numbers 
ii. Understands idea of counting 
iii. Starts to understand time 
iv. Understands “same” and “different” 
v. Draws a person with 2-4 body parts 
vi. Remembers parts of stories 
vii. Starts to write recognizable letters 
viii. Plays board and card games (games with rules) 
ix. Can predict in stories 
d. Movement/Physical development 
i. Hops on one foot  
ii. Stands on one foot 
iii. Catches a bounced ball 
iv. Uses scissors 
3. Developmental milestones 5-years-old  
a. Social & Emotional 
i. Wants to please friends 
ii. More likely to agree with rules 
iii. Likes to sing, dance, and act 
iv. Shows sympathy for others 
v. Understand what is real and make believe 
vi. Shows independence 
b. Language/Communication 
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i. Speaks clearly 
ii. Tells stories using full sentences 
iii. Uses future tense 
iv. Says name and address 
c. Cognitive 
i. Counts 10+ items 
ii. Draws a person with 6+ body parts 
iii. Prints some letters and numbers 
iv. Copies shapes 
1. Knows about everyday items: food, money 
d. Movement/Physical development 
i. Stands on one foot 10+ seconds 
ii. Can somersault 
iii. Swings and climbs 
4. “What if my child cannot _____” 
a. Consult pediatrician  
i. Speak up 
ii. Tell the truth: stressors 
iii. Be prepared 
iv. Use a team, bring support 
v. Advocate 
b. Consult educational specialists 
5 minutes Activity  
complete CDC Developmental milestones checklist for child 
10 minutes Scenarios and open discussion 
1. “My child is 4 years old.  He speaks in 3-4 word sentences. Throws 
temper tantrums, however is easily redirected. He is able to sort items: 
cars and trucks.  Should I be concerned with his speech?” 
2. “My child is 4 years old.  He was able to write letters in his name, feed 
and dress himself, and play games.  He no longer wants to play games 
with me, he would rather play alone.  He does not look me in the eye, 
and can no longer write his name.  Should I be concerned?” 
10 minutes Open Forum  
Open discussion for participations to ask questions and discuss what is 
happening in the home 
5 minutes Reflection and closure 
1. Milestones are approximations and guides for your child 
2. If you are worried, seek your pediatrician and educational specialists 
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Session Three: Communication: Talking, building and maintaining positive parenting 
relationships with children 
 
Objectives:  
1. Participants will be able to define the four different parenting styles. 
2. Participants will be able to state the known results from each of these parenting 
styles.   
3. Participants will learn a basic communication strategy to be utilized when 
interacting with young children.   
 
5 minutes Review previous session and answer any questions 
25 minutes Presentation of new information 
1. 4 types of parenting styles 
a. Authoritarian  
i. Strict rules 
ii. Use of punishments 
iii. Do not explain the rules and why they exist 
b. Authoritative 
i. Establish rules and guidelines 
ii. Responsive to children 
iii. Willing to listen 
iv. Forgiving for making mistakes 
v. Not intrusive or restrictive 
vi. Discipline is supportive not punitive 
c. Permissive  
i. Make very few expectations on children 
ii. Rarely discipline children 
iii. Low expectation of maturity and self-control 
iv. Nurturing and communicative with children 
v. A friend more than a parent 
d. Uninvolved 
i. Few demands on children 
ii. Low responsiveness 
iii. Little communication 
iv. Parents fulfill the basic need of the child 
2. Results of parenting styles on children 
a. Authoritarian  
i. Children are obedient and proficient 
ii. Lower in self-esteem, happiness, and competence 
b. Authoritative 
i. Children are happy, capable, and successful 
c. Permissive  
i. Low happiness and self-regulation 
ii. Experience problems with authority 
iii. Perform poorly in schools 
d. Uninvolved 
i. Lack self-control 
ii. Low self-esteem 
iii. Less competent 
3. Talking with young children 
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a. Communicate acceptance 
i. Children are more likely to share feelings and problems 
ii. Accept the child, not the behavior 
b. Invite communication  
i. “I see.” 
ii. “Really?” 
iii. “Tell me more.” 
iv. “Tell me again, I want to make sure I understand you.” 
v. “No way!” 
c. Listen 
i. Stop what you are doing 
ii. If busy, tell to wait and come back 
iii. Don’t pretend to be listening 
d. Restate their feelings 
i. Encourages them to continue communicating, because 
they know you are listening 
e. Use positive statements 
i. Use “do” instead of ”don’t” 
1. “Use your inside voice” 
2. “Don’t scream” 
ii. State what the child is doing correctly 
1. “I like when you get in the car and get your 
seatbelt on, that helps me.” 
f. Talk with children, not at 
1. Instead of commands, allow for communication  
a. “Get your coat.” 
b. “It’s raining.  What do you think you 
need to wear today?” 
g. Use “I” statements 
i. Less confrontational  
ii. Factual 
iii. Allows for self modification 
iv. Do not express anger, use another emotion 
1. “I need help cleaning up.” 
2. “You need to clean up.” 
h. Gain attention 
i. Saves on frustration and repetition 
1. Call the child’s name 
2. Wait for eye contact 
3.  
i. Simplify directions 
i. Limit steps – children can only think about one thing at a 
time  
ii. One step directions 
iii. Two step directions 
j. Use tone in your voice 
i. Speak firm when necessary 
ii. Explain why something needs to be completed 
k. Eye contact 
i. You are a giant…get down to their level 
l. Speak like you want to be spoken to 
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i. Children are replicas of your language and behaviors 
ii. Be the example…use please and thank you when talking 
with children 
m. Be patient 
i. Let children finish their stories: make-believe and real 
ii. Praise them: “listen before fixin’” 
n. Be kind when talking 
i. Kind words help children: 
1. Behave better 
2. Try harder 
3. Achieve more 
4. Problems can be discussed and addressed 
10 minutes Scenarios  
1. “I am scared to sleep alone.” 
2. “Go to your room, clean up your toys, but before you go put your plate in 
the sink, and finish you milk.” 
3. “Do you want to put your shoes on now?” 
 
15 minutes Open Forum  
Open discussion for participations to ask questions and discuss what is happening 
in the home 
5 minutes Reflection and closure 
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Session Four: developing schedules and routines, family rules and expectations  
 
Objectives: 
1. For participants to recognize the importance of developing schedules, routines, and rules 
in developing and maintaining a productive, calm, and cohesive home life 
2. For participants to utilize the necessary requirements to create their own schedules, 
routines, and rules for their home 
5 minutes Review previous session and answer any questions 
25 minutes Presentation of new information 
1. Rules 
a. Why does my family need rules? 
i. Simplify explanations 
ii. Clarify expectations 
iii. Set limits 
iv. Teaches children to control themselves 
v. Provides a safe environment 
1. Creating rules for children 
a. 3-5 expectations  
i. Keep them simple 
ii. Keep them clear 
iii. Keep them positive – use do 
statements 
iv. Have your children help create 
the expectations 
b. Be consistent in reinforcing the rules 
c. Rules apply to everyone 
d. Rules should be created based on the 
environment and need 
i. Home 
ii. In church 
iii. In the car 
iv. In emergencies 
e. Rules will change as children age and 
become more responsible and as 
expectations increase 
2. Routines 
a. Why do I need routines? 
i. Anything you do on a regular basis 
ii. Makes parenting easier 
1. Kids can count on this to happen – expected and 
predictable  
2. Expectations are know – less opportunity for 
unacceptable behaviors 
3. When they know the expectations, they are able 
to meet the expectations  
b. Creating a routine 
i. Be consistent 
ii. Keep it simple   
1. choose 1 thing to add at a time 
iii. Be realistic 
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1. Focus on right now 
2. Understand time constraints 
3. Know obligations  
4. Have appropriate expectations – start small 
iv. Stay flexible 
1. Do not over schedule you day  - down time is 
necessary 
v. Allow for change 
1. Children grow 
2. Situations change 
3. Life happens 
vi. Routines are family specific 
vii. Plan ahead 
c. What should I have a routine for? 
i. Bedtime 
ii. Morning/before school 
iii. Homework 
iv. Parent/child time 
1. Blocked out time allows for no distractions and 
confidence to share  
3. Expectations or…chores 
a. Builds responsibility 
b. Excited to please 
c. Makes parenting easier 
i. 3-5 realistic expectations 
1. Put dish in the sink 
2. Pick up toys 
3. Set table 
4. Put away clothes 
5. Prepare backpack before school 
6. Wash hands 
 
5 minutes Scenario 
1. You know your child is tired and will need a nap.  But you need to run 
errands.  What will you do? 
 
15 minutes Activity - Create a written routine,  list of rules, or list of expectations 
 
5 minutes Open Forum  
2. Share stories 
3. Share examples of created routine, rules, or expectations 
 
5 minutes Reflection and closure 
Children who are accustomed to clear rules and consistent consequences are less 
likely to risk using alcohol and other drugs as they get older – U.S. Department 
of Health and Human Services  
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Session Five: Behaviors 
 
Objectives: 
 
1. Parents will be introduced to the purpose of children exhibiting behaviors.   
2. Parents will also be introduced to the various types of reactions that they can 
exhibit when behaviors exist.   
3. A discussion on following through with rewards and punishments will allow the 
parents to understand their own behavior style.   
 
5 minutes Review previous session and answer any questions 
15 minutes Presentation of new information 
1. Introduction 
a. Every behavior has a consequence 
b. Behaviors depend on age, personality, physical & emotional 
development  
c. It’s only a problem behaviors if it does not meet the expectations 
of the adult or it’s disruptive (socially, culturally, and/or 
developmentally) 
d. Remember your role, you are the parent you are in control 
2. Reasons for behaviors 
a. Frustration  
b. Boredom 
c. Expectations  
d. Too difficult 
e. Lack of communication  
3. Discipline or consequences vs. Punishment 
4. Shaping the behavior or consequences  
a. Praise 
i. Praise the behavior not the child –“I like how you are 
sitting”, not “good girl” 
1. Shows you are sincere   
2. You are paying attention 
3. For quick praise – avoid labeling “good girl” 
nice job, can insinuate a certain misconceptions 
“If I don’t do good, that means I’m bad” 
4. Change it up 
a. Verbal/Written/Body language 
b. Immediate/delayed or private 
b. Selective ignoring 
i. Expect the best, ignore the rest 
ii. Don’t engage 
iii. No room for reinforcement 
c. Time out  
i. Take a break space – 1 min per year of age – use for 
dangerous or aggressive behaviors and tantrums 
1. Quiet boring space 
d. Motivators or Rewards – paying for behavior – goal is for 
natural consequences 
i. Toys  
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ii. Time with adult 
iii. Time with friends 
iv. Special places 
1. Reward charts 
a. Make it visually stimulating 
b. Make is visible 
c. Interactive 
d. Rewards need to be frequent 
e.  
e. Natural consequences 
i. Protect your child, however, overprotecting does not 
allow for understanding the consequence 
f. Negotiating vs. bribing  
i. Negotiate   
ii. Bribing  
1. Meet the child but then also drive the situation 
g. Removing privileges 
i. Attempt to find natural consequences example: if you 
ride your bike in the street, I will take away your bike 
5. How to cope with behaviors 
a. The adult 
i. Breathe, remain calm 
ii. Be proactive 
iii. Provide warnings – provide a reason and other options 
instead of the behavior 
iv. Know child limitations 
v. Know your role in discipline – be prepared 
vi. Replace the behavior and focus on the change 
6. Strategies 
a. The Child 
i. Ignore it – may take a while, but the reaction is not what 
they want 
ii. If you respond, do it quickly and drop it 
iii. Be consistent 
iv. Make sure you have the attention 
1. Eye level 
2. Eye contact 
7. Progress towards self-control – choosing own behaviors- ultimate goal is 
self regulation or self-discipline 
a. Routines – know expectations 
b. Consistent reactions 
8. My child continues to show demonstrate the inappropriate behaviors 
a. Look at your reaction 
i. Are you being consistent with your reaction? 
ii. Are you rewarding the child with attention? 
iii. Are you working on changing too many behaviors? 
iv. Are your expectations appropriate? 
v. Focus on new positive behaviors 
9. Promoting positive behaviors 
a. Focus on the positive, “I like when you___” 
b. Provide a reward for the positive behavior 
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10. Rewards 
11.  
20 minutes Scenarios 
  
 Open Forum  
 
10 minutes Reflection and closure 
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Session Six: Expectations of home and school 
 
Objectives: 
1. Parents will be informed of the different roles they are expected to fulfill during 
their child’s education and the evolution of the role as their child progress in the 
education system.   
2. A focus will be honed on their role in assisting with homework, and parent 
involvement in the schools.   
 
5 minutes Review previous session and answer any questions 
15 minutes Presentation of new information 
1. Parents are essential in creating a positive learning atmosphere 
a. Make education a priority  
i. explain why it’s important now and for future 
ii. Attendance is imperative 
b. Have high education expectations for children  
i. Children believe what you believe  
ii. Set clear, consistent rules about homework and 
behaviors  
1. The earlier this is understood, the easier it will 
be in the future 
c. Create a confident child 
2. Why do I need to create this positive learning atmosphere? 
a. Low income and minority children are at higher risk for 
academic failure. 
3. What does a positive learning atmosphere look like? 
a. Look over homework 
b. Read often  
c. Teach respect 
d. Turn off the TV 
e. Get enough rest – remove the TV from bedroom 
f. Ask about homework 
g. Monitor homework 
i. Be aware of warning signs –  
1. children who are stressed may cry easily 
2. tire quickly 
3. delay getting to work 
a. communicate with teacher 
 
10 minutes Scenarios 
1. My child does not want to do his/her homework? 
25 minutes Open Forum  
 
5 minutes Reflection and closure 
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Session Seven: Stress management and building support systems  
 
Objectives: 
1. Participants will have the opportunity to learn about stressors in life, and how they 
can affect the family life.   
2. Various stress relieving strategies will be introduced. 
3. A discussion of support systems and how to obtain and maintain these 
relationships will be held.   
 
 
5 minutes Review previous session and answer any questions 
15 minutes Presentation of new information 
1. Why should I worry about stress? 
a. Parenting is stressful 
b. High levels of stress can lead to negative parenting  
i. Stress is up, a higher chance of child abuse 
ii. Communication diminishes 
c. Each person processes stress diffidently  
2. Examples of stress 
a. Time demands 
b. Finances 
c. Relationships 
3. Support Systems 
 
20 minutes Scenarios 
 Open Forum  
 
10 minutes Reflection and closure 
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Session Eight: utilizing the strategies, and celebrating the successes 
 
Objectives: 
1.  A focus on positive parenting behaviors will be provided and discussed.  
2. Participants can discuss how the program has improved their interactions with 
their child, the family life, and the school relationship.   
 
5 minutes Review previous session and answer any questions 
15 minutes Presentation of new information 
1. Positive parenting 
a. Develop responsibilities (chores in the home) 
b. Develop clear and consistent behavior expectations and 
discipline  
i. Catch kids being good 
c. Explain appropriate behaviors instead of just stating “no” 
d.  Use appropriate language structures and vocabulary 
e. Assist in problem solving, instead of solving the problem 
f. Nurture self-esteem 
Provide choices 
 
 
20 minutes Scenarios 
 Open Forum  
 
10 minutes Reflection and closure 
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INTERACTIVE PARENTING EDUATION SESSIONS EXAMPLE 
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APPENDIX K 
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